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Abstract
This exploratory study was designed to investigate the role of students’
perceptions on decreasing speaking anxiety within the Arabic as a foreign
language classroom in the target language country. Qualitative methods
were used in the research project. Qualitative instruments included: pre and
post questionnaires, pre and post semi-structured interviews, and
observation. Seven participants took part in the study; they were studying
Modern Standard Arabic in an intensive program in Morocco. The results
showed that students’ perceptions and their suggestions had an impact on
the learning process of the students and the importance to take into
consideration students suggestions and to implement them within the
classroom. The implications of the study include that (1) developing the
proficiency of the students plays an important role in decreasing speaking
anxiety; (2) the teacher’s attitude has an impact on the process of learning
and the classroom atmosphere; (3) providing students with speaking
activities related to real life situations is an effective strategy to provoke
student involvement and finally (4) the kind of teachers’ feedback is an
important factor for motivation and overcoming anxiety in the FL
classroom.
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Chapter 1
Introduction
1.1 Rationale and statement of research problem
In the past two decades, much research has been conducted in the field of foreign or
second language anxiety. The literature (Horwitz, Horwitz, & Cope, 1986; Oxford, 1999;
Tsiplakides & Keramida, 2009) has shown that anxiety affects the process of learning. This
interest in research has led many researchers to investigate the psychological motivation of
language learners in terms of the students' relationship to their teachers and their learning
environment (Scovel, 1978). This investigation has resulted in the development of new teaching
approaches, like: the Silent Way (Gattegno, 1972), Counseling-Learning (Curran, 1976), and
Suggestopedia (Lozanov, 1978). Counseling-Learning stresses the role of the affective domain
in promoting cognitive learning; it is founded on techniques borrowed from psychological
counseling. Suggestopedia suggests that relaxation and concentration will help learners to retain
greater amounts of vocabulary and structures. These three teaching methods were developed to
take into consideration the affective development of the individual as the first concern
(Omaggio, 1993). It is fair to claim that all of these methods are interested in controlling and
regulating affective motivation (Scovel, 1978).

The current literature confirms the relation between anxiety and FL learning. Earlier
studies (Horwitz, Horwitz, & Cope, 1986; Maclntyre & Gardner, 1989, 1991) concluded that
language courses are more anxiety provoking than courses in other subjects. Among the
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reactions that are associated with FL anxiety are: freezing up, communication apprehension,
frustration, avoidance (Aida, 1994; Gregersen, 2000; Horwitz et al., 1986).

Scovel (1978) suggested that anxiety sometimes can motivate language learners and
help them to achieve better; yet, there are students who avoid oral communication, coming to
class, and have difficulty concentrating as a result of their anxiety. Horwitz, and Cope (1986)
developed the Foreign Language Classroom Anxiety Scale (FLCAS), and findings from this
scale have shown a negative relation between anxiety and language achievement (Horwitz,
2001). There has been a debate about whether the nature of foreign language anxiety is a cause
of poor achievement or poor learners’ motivation, or bad study habits. This study focuses on the
construct of speaking anxiety or communication anxiety (CA), students’ perceptions, and how
to use their perceptions in addressing speaking anxiety in the AFL classroom.

Speaking anxiety has an effect on the learning process in the AFL classrooms
(Elkhafaifi, 2005) and classes of FL in general. Anxiety experienced in communication in
Arabic could be aggravated by students’ beliefs about learning Arabic as a foreign language;
they believe it is more difficult than other languages, because of the phonics not present in their
first language and the shapes of the letters that are different from the Latin letters. This anxiety
also can affect students’ adaptation to the target environment and ultimately the achievement of
their educational goals.
It is important in the field of FL that language instructors consider language anxiety
issues and seriously rethink how languages are being taught. If we, as language teachers, choose
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to ignore the effects of language anxiety on our students, we may unconsciously impede
students in acquiring language proficiency in a foreign or second language (Horwitz, 1989).

Speaking anxiety in particular is the focus of this study because according to the
research literature, people who are learners of FL tend to avoid, and even fear, communicating
orally. Also, the development of communication apprehension is the least researched and
understood issue in the FL scholarly literature (Daly, 1991). Accordingly, understanding
speaking anxiety is important to find ways for its remediation. The causes of speaking anxiety
and why it is deemed the most anxiety-provoking skill in FL classroom in the literature are
many. These range from a negative classroom atmosphere, to other psychological factors, such
as the fear of making mistakes, the fear of negative evaluation, the fear of mispronunciation, the
fear of being ridiculed by colleagues, and include to the teacher's attitude and rapport with the
students (Price, 1988).

The goal of this study is to explore firstly the student's beliefs about speaking anxiety in
AFL classrooms, and to explore their views on decreasing anxiety. Then, to explore if applying
such student suggestions set by such perspectives which will be collected in the form of a verbal
data have an effect on decreasing anxiety in the AFL classroom or not. And finally to learn if
living in the target language (TL) country can play a role in decreasing speaking anxiety or will
provoke more anxiety. By doing this, students are being involved in the process of teaching by
sharing their perceptions about AFL speaking anxiety and solutions to alleviate it and
eventually by determining whether the level of speaking anxiety decreased or not. This is
important because students' perceptions can help: students suggest modifications to teaching
11

approaches used in the class and their learning approaches as well, and students can become
more confident and less anxious language learners.

Perception can clearly influence the degree of fear experienced. It is expected that
students' perceptions would play a role in decreasing anxiety, because students' perceptions
have been found to be a critical factor in both language learning anxiety and communication
anxiety, and its role has been recognized by researchers widely (Friedman 1980; Horwitz,
Horwitz, & Cope, 1986). Moreover, increasing students' knowledge about the languagelearning process will help them to be more confident language learners (Horwitz & Young,
1991). Accordingly, students' perceptions can help students modify the teaching approaches
used in the class and their learning approaches as well, and students can become more confident
and less anxious.

Also, this study will focus on investigating the effect of residency in the TL country on
decreasing speaking anxiety – does residency in the TL country has a role in decreasing
speaking anxiety? Woodrow (2006) argued in her study that language learning anxiety hindered
learning and investigated the reported causes using qualitative methods. According to the
students’ beliefs in her study, residing in the target language environment may influence
anxiety. In an attempt to find studies in the literature that investigated speaking anxiety while
living in the TL country, there is only one study (Bowen, 2009) that was conducted in the TL
country; however this study did not focus on investigating the effect of living in the TL on
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speaking anxiety. Thus, there is no study that investigated the effect of living in the TL while
learning a foreign language on decreasing speaking anxiety.
To the best of my knowledge, no other study has investigated using students’
perceptions (students’ perception here refer to how the students can contribute to improved
teaching by their views ) to decrease speaking anxiety in AFL classrooms and no study as well
has investigated the effect of residency in the TL country on speaking anxiety. This factor of
residency in the TL country and its effect on speaking anxiety is worth investigating, because it
has not been investigated before, and it would be interesting to find out if residing in the TL
country while learning a foreign language can decrease speaking anxiety. As mentioned earlier
learning AFL is expected to cause higher levels of anxiety when studied by students whose
language is not of a sematic origin because of the sounds of some letters in Arabic that are not
found in other languages, the grammatical usage, the root system, and the shapes of the Arabic
letters which are different from the Latin letters. These beliefs and challenges associated with
learning AFL were the outcome of discussion with learners of AFL, in general, and participants
in this research project, in particular. Also, learning AFL has witnessed an increase in the
number of enrolled students that grew by 126% in the period between 2002 and 2006 (Furman,
Goldberg, & Lusin, 2007). Despite such increase in number of students, research done on
factors affecting learners’ acquisition of this language is still very limited. Hence, the current
study investigates the role that students’ perceptions can play in decreasing speaking anxiety in
AFL classrooms, in addition to investigating the effect of residing in an Arabic speaking
country on speaking anxiety.
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1.2 Research questions:
The following research questions were used to inform this study:
1. What are students' beliefs about learning Arabic as a foreign language?
2. What are students' perspectives and thoughts that could play a role in decreasing
anxiety of speaking Modern Standard Arabic (MSA) as a foreign language?
3. To what extent does the implementation of students' suggestions affect their level
of anxiety?
4. Does residency in the target language (TL) country play a role in decreasing
speaking anxiety?

1.3 Definition of terms
a. Theoretical definition of constructs
The terms used in this study are defined as follows:
Anxiety: It is the subjective feeling, apprehension and worry associated with an arousal of the
autonomic nervous system (Spielberger, 1983).
Speaking anxiety: It refers to the anxiety a person feels when orally communicating.
b. Operational definition of constructs
FL speaking Anxiety: It is the feeling of uneasiness, worry, nervousness and apprehension
experienced by non-native speakers when speaking a second or FL. This definition is
operationalized in the Personal Report of Communication Apprehension (PRCA), which
measures levels of Communication Apprehension (CA). The PRCA was originally designed
to identify US university students who were anxious about public speaking, but in the years
14

since its inception, has been extended cross-culturally and also applied to FL learning. The
overall scores range between 24 and 120. Scores below 51 represent people who have very
low CA. Scores between 51-80 represent people with average CA. Scores above 80
represent people who have high levels of trait CA (McCroskey, 1977).

Table 1
1.4 Table of abbreviations:
Arabic as a foreign language
Communication apprehension
Modern Standard Arabic
High Anxiety
Personal Report of Communication Apprehension
Target Language
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AFL
CA
MSA
HA
PRCA
TL

Chapter 2
Literature Review
This chapter consists of four sections. The four sections will cover the major themes
under investigation in this research project. The first section provides a theoretical framework
of anxiety and its effect on the FL classroom. The second section will review the literature on
speaking anxiety, emphasizing the context of the FL classroom.. The third section will focus on
reviewing the role of students’ perceptions and their effect on the process of learning. Finally,
the fourth section will focus on learning a FL in the TL context and whether the TL context has
an effect on reducing anxiety or not.

2.1 The nature of foreign language anxiety
According to Krashen’s Affective Filter Hypothesis (1985), the “affective filter” plays a
role in preventing students from taking in the comprehensible input they receive in language
classes, therefore interfering with their learning. Affective factors, including “anxiety,” prevent
learners from using the language input when the emotional filter is high. When the filter’s
impact is lowered, the language learners can become immersed in the language task to the
extent that they forget that they are communicating in another language. The focus in this
section is on one of those affective factors that affect communicating – anxiety.

One of the earliest and most prominent figures who investigated FL anxiety are Elain
and Michael Horwitz. Howritzes were the principal investigators for several studies in this area
and advanced a general theory about FL classroom anxiety (Horwitz, 2001, and Horwitz &
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Young, 1991). Horwitz (1986) believed that FL anxiety has three components: communication
apprehension, test anxiety, and fear of negative evaluation.

Moreover research has shown that anxiety is a relatively common phenomenon in FL
classes (Horwitz, 2001, and Horwitz & Young, 1991). P.D. MacIntyre (in Young, 1999, p. 27)
defined FL anxiety as ‘the worry and negative emotional reaction aroused when learning or
using a foreign or second language.’ MacIntyre (in Young, 1999, p. 30) believed that most of
the students begin learning a language without language anxiety, but then what happens is that
the student faces some challenges while learning (Young, 1999), which results in the student
suffering from anxiety with respect to language learning. Young (1999, p. 324) argues that if
this proves to be true, then the problem is not limited to the students only, but to the instructors
as well, who may not be using the right approaches in teaching. Thus, it is important for the
teachers to consider what teaching approaches or methods used in the class increases or
decreases students’ anxiety. Therefore, an investigation of students’ perspectives may play a
role in determining those teaching styles through engaging students in the process of learning
and to assess the effect of their suggestions in reducing speaking anxiety in the AFL classroom.

Generally, “anxiety is the subjective feeling, apprehension and worry associated with an
arousal of the autonomic nervous system” (Spielberger, 1983). In educational research, anxiety
falls under one of three classifications. Trait anxiety is a relatively stable personality trait. A
person who has trait anxiety feels anxious in different situations. State anxiety, on the other
hand, is temporary and associated with a particular moment or trigger. The third type of anxiety
is situation specific anxiety. This is a form of anxiety which happens frequently in specific
17

situations or contexts (Spielberger, Anton & Bedell, 1976). FL anxiety falls under the aforementioned specific situations. Specific anxiety situation is a term used to refer to people who
are generally anxious in a variety of situations, to differentiate from those who are anxious only
in specific situations.

Anxiety in FL learning is different from other forms of anxiety. According to Scovel
(1978), there are two types of anxiety: facilitating anxiety, which motivates the learner to
“fight” the new learning task and take on the new learning challenge, and debilitating anxiety,
which can push the learner to escape the new educational scenario.

Within a FL situation, anxiety is a complex, multidimensional phenomenon referring to
"the feeling of tension and apprehension specifically associated with second language (L2)
contexts, such as speaking, listening, and learning" (MacIntyre & Gardner, 1991, p. 284).
Horwitz, Horwitz, and Cope (1986) believed that there are three components of FL anxiety:
communication apprehension, test anxiety, and fear of negative evaluation. CA is a type of
shyness characterized by fear of or anxiety about communicating with people. People who
experience uneasiness speaking in groups are likely to have greater difficulty speaking in a FL
class, where they have little control over the communicative situation and where their
performance is constantly monitored. Figure 1, below, shows the components of FL anxiety.
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Figure 1
Components of FL anxiety
Foreign Language Anxiety

Communication
apprehension

Test anxiety

Fear of negative
evaluation

In the same context, MacIntyre and Gardner (1993) stated that the strongest negative
correlate pertaining to FL achievement is anxiety. Anxiety correlates negatively with the
following: (1) grades in language courses (Aida, 1994); (2) proficiency test performance
(Patton, 1994); and (3) self-confidence in language learning (MacIntyre & Gardner) and selfesteem (Price 1991). There are many potential sources of learners' anxiety in the FL classroom.
Young (1991), in her research, categorized these sources into six types: (1) personal and
interpersonal anxieties (self-esteem and communication apprehension); (2) learner beliefs about
language learning; (3) instructor beliefs about language teaching; (4) instructor-learner
interactions; (5) classroom procedures; (6) and testing.

The literature (Liu, 2008; Onwuegbuzie, Bailey, & Daley, 1999; Panayides & Walker,
2013), suggests that language-anxious students study more than their low-anxious counterparts;
however, their level of achievement often does not reflect that effort. In order to identify
anxious university students and measure their anxiety, Horwitz, Horwitz, and Cope (1986)
19

invented the Foreign Language Classroom Anxiety Scale (FLCAS), which has gained
widespread popularity in subsequent research studies on anxiety in language learning situations
(Aida, 1994; Kitano, 2001; Phillips, 1992; Saito, Garza, & Horwitz, 1999). This measure was
tested when Horwitz, et al., tested 75 English learners of Spanish at an American university,
who took the FLCAS in their scheduled language class. The study revealed that many students
experienced significant FL anxiety, which affected their learning in that language. The results
showed that students who had high anxiety levels reported they were afraid to speak in the TL
and became nervous when speaking it. These findings are consistent with Aida’s and Kitano’s
studies, which focused on the relationship between language anxiety and Japanese language
learning. The study concluded that a fair amount of anxiety existed in the Japanese classroom
and that FL anxiety was inversely correlated with language performance. The studies in the
literature about FL classroom anxiety have targeted these four skills: listening, reading,
speaking and writing (Saito et al. 1999; Sellers, 2000 and Elkhafaifi 2005). However, it is
widely accepted that speaking is the most anxiety provoking skill for learners (Horwitz, &
Schallert, 1999).

2.2 Speaking anxiety in foreign language classrooms
Apart from general FL classroom anxiety, many learners experience high levels of
anxiety when it comes to participation in speaking activities in class. Indeed, it is often said in
the literature that speaking is the most “anxiety-provoking aspect in a second language learning
situation” (Horwitz & Schallert, 1999). According to Hashemi (2011), Iranian students,
studying English as a foreign language (EFL), reported speaking in front of the class or giving
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an oral presentation in the TL to be as highly anxiety inducing, and that speaking in the
classroom is “always a problem.”

The interest in the phenomenon of speaking anxiety in this research project stems from
its close relation with communication avoidance (Daly & McCroskey, 1984). In short, people
who are anxious about communication generally tend to avoid communicating. It is worth
mentioning that this apprehension may stem either from the student's lack of confidence about
her/his ability with the second language or from her/his general CA. While the former has been
recognized as a problem by ESL teachers, the latter has not generally been recognized.

Speaking publicly in the TL causes anxiety for many students, even those who feel less
stressed in other aspects of language learning (Horwitz, 1986). Anxious students most likely do
not take part in oral classroom activities (Ely, 1986). They end up skipping classes and
postponing their homework (Argaman & Abu-Rabia, 2002). In a study by Liu (2006) that
targeted Chinese EFL learners, the aim of the research was to examine anxiety in undergraduate
non-English majors in oral English classrooms. Data were collected using a survey,
observations, students’ reflective journals and interviews. Five hundred forty seven participants
took part in the study, all of whom were enrolled in an English listening and speaking course in
a university in Beijing, China. Liu’s research showed that more than one-third of the students
appeared to be anxious in oral English classrooms. The students, generally speaking, seemed
relaxed in talking in English with each other during pair work and group discussions, and most
of them participated in classroom activities. Even during pair work, the more nervous students
would contribute less to the discussion, because they spend more time listening, looking up
21

words, or thinking about what to say and how to say it in English. When answering questions
alone or giving presentations at the front of the class, especially when unprepared, most students
would become very nervous.

Qualitative studies have suggested that the anxiety and unwillingness to communicate
have an effect on FL learning. Thus, EFL and English as second language (ESL) students tend
to remain silent and unwilling to participate in class; hence, because of their silence and
avoidance of participation in classroom discussions, they become more anxious (Jackson & Liu,
2008). Another qualitative study of Chinese learners of EFL supports the view that students
become anxious especially regarding speaking and tend to avoid communicating (Yan &
Horwitz, 2008), where the students’ comments were solely focused on the skill of speaking
EFL. The students said that they feel incapable and even scared: “It seems that I had this kind of
feeling (anxiety) before–that is, when the teacher suddenly asked you (to speak) …” (Yan &
Horwitz, p. 160).

An investigation of the sources of FL speaking anxiety showed an association between
anxiety and both fear of negative evaluation and perception of low ability in relation to peers
and native speakers (Kitano, 2001). Students who experience speaking anxiety do not feel
comfortable communicating in the TL because of their limited knowledge of the language
(Tsiplakides & Keramida, 2009). As a result, they are silent and withdrawn from class
participation and discussion most of the time. Students who experience anxiety regard the oral
production situation as a test, rather than an opportunity for communication and skills
improvement. A study, by Koçak (2010) at Anadolu University aimed at finding the main
22

reasons for what causes students to be anxious while speaking. The students reported their lack
of vocabulary and grammar knowledge, in addition to fear of failure, as the main reasons for
feeling anxious while speaking. Other reasons that may cause speaking anxiety, as reported by
Chinese learners of EFL are: unsureness of their answers and being afraid of being laughed at if
their answers were wrong (Yan & Horwitz, 2008).

Our interest in the phenomenon of speaking anxiety results from its close relation to
communication avoidance (Daly & McCroskey, 1984). As indicated by all the previous
research, people who are anxious about communication generally tend to avoid communicating.
The concern also in this area of research regarding speaking is attributed to the role that the
communicative approach has played in the classroom environment, and the importance of using
eclectic communicative approaches in instruction, rather than using a one-way communication
method that does not include using the language in communication and interaction. One-way
methods proved to have potential drawbacks as exemplified in methods like the Silent Way, the
Direct Method, the Grammar-Translation Method, and the Total Physical Response (Omaggio,
2000, p. 106-29).

2.3 The role of students’ perspectives and their effect on decreasing speaking
anxiety
In this study, students' perspectives will be investigated and incorporated in the process
of teaching as means of reducing speaking anxiety in the AFL classroom. In this context,
students’ perspectives refer to how learners see the problem, and how they can contribute ideas
for decreasing their speaking anxiety. Students' perspectives have been deemed as a critical
23

factor in both language learning anxiety and CA. Its role has been recognized by researchers
widely (Friedman, 1980; Horwitz, Horwitz, & Cope, 1986). Increasing students' knowledge
about the language learning process will help them to be more confident language learners
(Horwitz & Young, 1991). Accordingly, students' perceptions can help students to modify the
teaching approaches used in the class and their learning approaches as well. However, there are
only few studies in the literature that used students’ perspectives as a classroom technique as a
means to improve their TL understanding and learning.

In her study, Woodrow (2006) found that almost all of the participants reported that the
most out-of-class stressor was communicating with the TL native speakers. The study indicated
that the participants attributed anxiety to a range of factors, but particularly referred to face-toface communication with native speakers. Interaction with non-native speakers was not
considered a stressor by most of the participants. In the meantime, the study also indicated low
anxiety for group discussions. This supports using collaborative teaching techniques that focus
on student-student interaction only as form of scaffolding that must be done to encourage
learners to be able to handle real life communication with native speakers.

According to Price (1988), who was so much aware of the reluctance of the students in
his class to speak, the more he approached discussing anxiety issues with his students, the more
they were willing to discuss their feelings about FL learning. When he asked the students, who
were studying French, about their perceptions regarding aspects that bothered them the most in
FL classes, their answers were surprisingly consistent; they all named speaking in the TL as
what caused them the most anxiety when learning a FL. When Price asked the students for their
24

perceptions and for suggestions on how to alleviate anxiety, some students suggested that the
instructors could encourage students to make more mistakes and let them know that they are not
supposed to speak the TL fluently after two semesters. The researcher here investigated
students’ beliefs about the challenges that bothered them the most in class, but not the effect of
implementing their suggestions on the process of learning.

Also in their study, Koch and Terrell (1991) focused on investigating students’ beliefs
and perceptions that may play a role in decreasing speaking anxiety. They found that students
experienced oral communication anxiety, even in the classes where the Natural Approach (NA)
– was used, a method which aims to decrease anxiety. Koch and Terrell found that teachers can
reduce speaking anxiety by considering the students' beliefs and asking them which aspects
causes them difficulty, by stimulating a dialogue, as well as asking them for ways to alleviate
their anxiety. Similarly, the importance of considering learners beliefs in the process of learning
was supported by Foss and Reitzel’s work (1988), which presented several techniques for
reducing language anxiety which stems from learner beliefs. They believe that if students can
determine their irrational beliefs or fears, they will be able to interpret anxiety-provoking
situations in more realistic ways, and eventually students will opt to approach, rather than avoid,
an anxiety-evoking situation. To help students recognize their fears about language learning,
Foss and Reitzel recommend that the instructor ask students to express any fears and then to
write them on the board. In this way individual students can see they are not alone in
experiencing anxiety. These findings came consistent with Liu and Jackson research (2008),
which found that if teachers discuss the significance of speech communication with their
students at the beginning of the semester and share with them the reasons why they feel anxious
25

when they learn a FL, students may become more active and confident in their English classes.
Students may also risk using the language more often. Liu and Jackson also suggested that the
learners’ beliefs about their learning strategies and perceptions should be taken into
consideration in further research.

These results were also supported by Awan, Azher, Anwar and Naz (2010) who found
that teachers need to deal with anxiety-provoking situations within the class by considering
students’ suggestions and needs, taking into account that these could play a role in improving
the environment of teaching and thus help students overcome their speaking anxiety. Awan, et
al, investigated classroom situations provoking anxiety. They concluded that speaking in front
of others is rated as the biggest cause of anxiety, followed by worries about grammatical
mistakes, pronunciation errors and being unable to talk spontaneously. Suggestions showed that
the classroom environment should be encouraging and motivating students.

While these are studies that focused on students’ suggestions to improve the process of
learning, there is a study that examined the effect of implementing students’ perceptions.
Tsiplakides and Keramida’s 2009 research used 15 participants who were third grade students
in a lower secondary school in Greece. All of the students had been studying English for a total
of five years, and the average classroom level was intermediate. Tsiplakides and Keramida
examined the characteristics of anxious students and the sources of FL speaking anxiety,
implemented interventions to overcome it, and evaluated the effectiveness of these methods for
reducing FL speaking anxiety in the English classroom. The instruments used in collecting data
were: semi-structured interviews, group discussion, and direct observation. The research used
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classroom interventions which varied: project work, a supportive classroom atmosphere,
teacher-students relations, and providing indirect correction. The effectiveness of these
interventions is that the students showed improvement during learning.

The results of the study were consistent with previous studies, which suggest that
teachers should not deem slower students as lazy, lacking motivation, or having poor attitude
(Gregersen, 2005). The study showed that implementing the suggestions of the students
improved the achievement of the students. The final conclusion was that teachers need to take
up the role of researcher in their own classrooms.

Before finding strategies to help students overcome FL speaking anxiety, raise
motivation, and increase FL performance, teachers need to know their students, their attitudes
toward oral production, and to pay attention to the factors which cause students low
performance and their reluctance to take part in speaking activities. Oxford (1999) suggested
that language teachers can reduce anxiety through considering students’ needs and considering
their perceptions through engaging them in the process of learning. She suggested a number of
strategies that can diminish language anxiety: “(1) provide multiple opportunities for classroom
success in the language; (2) create a non-threatening environment and encouraging risk-taking;
(3) reduce the atmosphere of competition present in class between the students; (4) give
permission to students to use the language with less than perfect performance; (5) encourage
students to relax through games in teaching; (6) use fair testing methods; (7) help students
assess their own performance in class; (8) give meaningful rewards to help support language
use; and (9) enable students to recognize anxiety-maintaining beliefs.”
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2.4 The effect of residency in the TL country on speaking anxiety
It is expected that residency in the TL country may play a role in decreasing speaking
anxiety and accordingly promote the speaking skill. Generally speaking, studies conducted in
study abroad contexts in all subjects proved that study abroad achieves better results compared
to students who studied at home (Freed, 1995). In a study by Allen and Herron (2003), they
found that students who studied French as a FL in a study abroad context improved in terms of
linguistics, developed better proficiency and experienced less anxiety. The students attributed
this improvement to their enhanced self-confidence which was the result of interaction with
NSs. It is worth mentioning that those students felt anxious at the beginning when they had to
deal with day-to-day needs in the target culture because of their limited French abilities; yet, it
is their interaction with NSs and practicing the language throughout their study abroad context
that helped. However, this may not be the case here in this study due to the diglossic situation of
Arabic since the students were speaking a language variety (MSA) different from what is
spoken in the streets by the NSs (colloquial). It is interesting to find out in the results section if
there might be a positive impact on decreasing the speaking anxiety of the students being in
contact with the colloquial dialect. For language learners, study abroad is often deemed as a
necessary required step to develop language proficiency, as it provides the opportunity for
extensive “immersion” in the TL (Trentman, 2012). Kinginger (2009) concluded in his study
that study abroad context is considered as one of the means to encourage students to major and
minor in a FL and a way to dramatically improve their communicative skills (Gray, Murdock, &
Stebbins, 2002; Kinginger, 2008).
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According to students’ reports, living in the TL environment may influence anxiety
(Woodrow 2006). It is argued that living in the second language environment could increase or
decrease anxiety, when it comes to managing everyday situations. In her study, Woodrow
investigated the effect of out-of class and in-class communication with native speakers (NSs) on
the oral performance anxiety of the students. The students were studying EFL in Australia.
Although the aim of the study was not to find an evidence to support the distinction between the
two types of anxiety or the type of learners, Woodrow concluded that some students reported
that out-of class communication is more anxiety provoking than in-class communication.
Students reported that due to a number of reasons, including being afraid of engaging with NSs
because the students’ English may be incorrect.

I feel anxiety when I talk with native English speakers, because I know my
English...my speaking English...is not correct, so maybe it makes the native
English speakers confused and maybe sometimes what I’m speaking...what I’m
talking about is not interesting to native speakers. I think so these kinds of things
(Woodrow, 2006, p. 320).

While other students said that speaking with NSs is not as anxiety inducing as in-class
communication, and that they feel less confident in class and more embarrassed from both the
teacher and their colleagues in the classroom than in conversations with NSs.

When I speak to my teacher and ask some question to my teacher I usually feel
very anxious. And when I am asked to speak in front of the English class I
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usually very anxious. I can’t remember anything I just maybe ah... ah... ah
(Woodrow, p. 321).

In an attempt to find other studies in the literature that investigated speaking anxiety
while residency in the TL country, there is only one study (Bowen, 2009) that was conducted in
the TL country; however this study did not focus on investigating the effect of living in the TL
on speaking anxiety. Rather it focused on the effect of using humanistic techniques on reducing
speaking anxiety. Thus, there is no study that focused mainly on investigating the effect of
living in the TL while learning a FL on decreasing speaking anxiety.

2.5 Conclusion:
This review of the literature demonstrates that language anxiety is a problem that
exists in classrooms all over the world in all languages, and in the four skills areas: listening,
reading, speaking and writing. The reviewed studies show that anxiety negatively correlates
with language learning and constitutes both a challenge and an impediment to students’
achievement in the FL classroom. Moreover, there is agreement that speaking is the most
anxiety provoking skill, due to reasons like fear and embarrassment.
Regarding the perceptions of the students, it is widely accepted that students’
perceptions of the process of learning plays a key role in how the students come to awareness of
their experiences and how the adjustment of teaching methods to students’ feedback can have a
positive impact on the student’s language acquisition. Also, a review of existing research
showed there had been no study that investigates the effect of residency in the TL country on
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decreasing the level of anxiety of FL learners. However, the studies had found support for the
view that study abroad learning has better results for developing the fluency and proficiency of
students. The effect of residency in the TL country may not have a positive result on decreasing
speaking anxiety as expected since the students are learning a variety (MSA) different from that
spoken by NSs (colloquial); yet, the researcher wants to find out if there are other factors – like
the culture - in residency in the TL country that can affect anxiety. Reviewing all these themes
in the literature suggests that responding to students’ perceptions in the AFL classroom may
positively have an impact on their level of anxiety. The research gap in this review is to
investigate students’ perceptions regarding speaking anxiety in the AFL classroom, and to
investigate their perceptions to overcome speaking anxiety, and to find out what role does
residency in the TL country can play in decreasing the speaking anxiety of the students although
they were speaking a language variety different from the language variety used in the streets by
the locals.
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Chapter 3
Methodology
This chapter consists of seven sections. The seven sections will present the methods
used, the selected sample, the research questions, and the way data were collected and analyzed.
The first section will discuss the research design. The second section is about the setting of the
study. The third section provides information about the participants. The fourth section deals
with the instruments and procedures of the data. The fifth section describes the pilot study. The
sixth and seventh sections detail the data collection procedures and data analysis respectively.

3.1 Research design
As mentioned previously, the purpose of this study is to explore students’ perceptions of
speaking anxiety and whether their suggestions--that will be drawn from their perceptions--can
play a role in decreasing their speaking anxiety within the context of the AFL classroom.

This is an exploratory, qualitative case study. Regarding the importance of case studies
and their contributions to knowledge, Flyvbjerg (2006) said that a greater number of case
studies will strengthen research in social science. According to Stake (1995), the case study
methodology is a methodology of inquiry in which the investigator explores a program, a
process, an activity, an event or a number of individuals. Cases are confined by time and
activity; researchers collect the data using a number of data collection procedures in a restricted
period of time. In this study, data were collected through using semi-structured interviews, self32

report questionnaires and observation. The semi-structured interviews were conducted, audiotaped and transcribed into text documents and analyzed; the self-report questionnaires were
completed by the students, collected, and then analyzed.

3.2 The setting for the study
As mentioned before, MSA classes were the setting for carrying out the study, and the
researcher carrying out the study was the teacher of the class, because the research is interested
in the face-to-face verbal interaction between the teacher and learners. Also, classroom-based
research was conducted. Classroom-based research refers to “an ongoing and cumulative
intellectual inquiry by classroom teachers into the nature of teaching and learning in their own
classrooms” (Cross & Steadman, 1996). Classroom-based research is used in this study in order
to provide information for teachers on how to improve student achievement in language
classrooms and to “contribute to our general research knowledge about how language
classrooms work” (Allwright in Nunan 1992, p.109). Another reason for choosing the
classroom as the setting for carrying out the case study because it is preferred to conduct case
studies in the natural context to maximize the ecological validity or the ability to interpret the
results in as natural a context as possible (Duff, 2008). The study was carried out at the Arabic
and North African Studies (ARANAS) Program, Al-Akhawayn University, Ifrane, Morocco in
the summer intensive semester. Only one class participated in the study. The teacher taught the
students twelve and half hours per week. The class met five days a week for two and a half
hours daily. The levels of the classes were determined by the ARANAS Program as per the
ACTFL guidelines. MSA was the only language used in the class; English was used only at the
first week of classes, and thereafter students were asked to speak only Arabic. The textbook
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used in the class is Al-Kitaab Fii Taallum Al-Arabiyya Part 1 (1995).The program and the
textbook were targeting the four skills: speaking, writing, listening, and reading. At first, the
teacher assigned the speaking activities in the book (before considering the suggestions of the
students), in addition to oral presentations and external speaking activities related to topics
covered in the book. The feedback given to the students was sometimes a delayed feedback and
at times an immediate feedback.

3.3 Participants
The participants were students studying MSA at the ARANAS Program at AlAkhawayn University. This was the first time for all participants to visit an Arabic speaking
country. None of them was an Arabic heritage student. So, it was first time for all participants to
interact regularly with the NSs outside the classroom.

a. Profile of the participants
The number of participants was nine AFL learners (five males and four females).
However, two participants were excluded from the study, because they attended for only four
weeks, while the intensive program was eight weeks long. Accordingly, the final number of
participants was seven (five males and two females). The names of the students below are not
their real names for ethical reasons: “for ethical reasons, researchers should not use the real
names of participants…In some cases; therefore, it may be necessary to withhold or change
some biographical details in order to protect the privacy of participants…” (Duff, 2008).

Michael is an American student from Maryland. He is studying at the University of
Hawaii. He is not an Arabic heritage learner. In his home country, he studied two semesters of
Arabic and four years of Spanish. For him, Arabic is more difficult than Spanish because of the
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sounds of the letters. Before coming to Morocco, he studied the textbook Alif Baa’. He studies
Arabic as part of his university’s program requirements. This was his first time in an Arabic
speaking country. He has no friends who are NSs of Arabic. Michaels’s biggest challenge,
which caused him anxiety when speaking in class, was putting the words in the correct order
and the pronunciation of some Arabic letters. He had no problem at all, according to him, with
embarrassment or fear from peers’ judgment. The main cause of Michaels’s speaking anxiety in
class was not the fear of judgment from his peers when committing mistakes or saying the
wrong answer but rather was using the correct order of words.

Ken is an American student from Ohio. He studies at the Cleveland's Army as part of the
Army Reserve Officers’ Training Corps (ROTC). He is not an Arabic heritage learner. In his
home country, he studied two semesters of Arabic, and he studied Spanish in high school. He
said that Arabic is probably the most difficult language for him. It was his first time to study
Arabic abroad. He has no friends who speak Arabic as a native language. He wanted to study
Arabic for joining the Army. Before coming to Morocco, he studied with the textbook Alif Baa’.
Ken was one of the smartest students in class; however, what caused him speaking anxiety is
that the vocabulary in the book sometimes is not functional and does not reflect real-life
situations. So, he sometimes felt hesitant and unsure because of the lack of the necessary
vocabulary.

Randy is an American undergraduate student. Part of his extended family is from
Lebanon. However, he was born in America to a Lebanese father and American mother, and his
parents have always lived in America. His father lived in America since he was seven years old.
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He has never been to Lebanon. He said that Arabic was never used at home. He studied Arabic,
because he wanted to visit the Arab world, particularly Lebanon, and to communicate with NSs
and to visit his extended family in Lebanon. It was his first time in an Arabic speaking country.
In his home country, he studied Arabic for three semesters. He said he came to Morocco,
because he did not achieve much. He said his professors were giving him A’s all the time,
which he felt did not reflect his real proficiency level. He said that his problem with previous
AFL classes was that one teacher taught the whole class in English and another teacher taught
all the class in Arabic, before they were even ready. He studied with the text book Alif Baa’.
Randy was very good at writing and had almost no problem with spelling. However, what
caused him speaking anxiety was putting the words in order, because he mentioned that he was
transferring the syntax from English into Arabic. Also, his lack of vocabulary and not knowing
how to use which word in which context, caused him reluctance and hesitation when speaking.

Jeff is an American graduate student from Virginia. He was studying Arabic as part of
his master degree requirements. He is not an Arabic heritage learner. It was his first time in an
Arabic speaking country. Before coming to Morocco, he studied two semesters of Arabic in
college and two years of French in high school. For him, Arabic is more difficult because of the
sounds of the letters and the different grammatical usage. Jeff felt anxious when speaking AFL
because of his uncertainty about the utterance of some sounds and the usage of the correct
words. He said his hesitation caused him to be very anxious and reticent to speak. According to
him, more practice on speaking is needed, especially with topics that relate to real-life
situations. In his home country, he studied with the textbook Alif Baa’.
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Steve is a Lithuanian undergraduate student. He lives and studies political science in
France. He is not an Arabic heritage learner. It was the first time for him in an Arabic speaking
country. In France, he studied with the textbook Alif Baa’. Arabic was his fifth foreign
language. He had studied two semesters of Arabic. For him, Arabic was the most difficult
language he has studied, because he thinks that Arabic is not a language only of new rules and
new vocabulary, but also of new concepts, compared to the other languages he has studied. He
studied Arabic, because it was part of his undergraduate studies requirements, and because he
wanted to work in an embassy or in a famous newspaper in the Arab world. His main reason for
feeling anxious when speaking was the uncertainty about expressing himself. He attributed this
to his uncertainty of the correct pronunciation and using the correct word. He thinks that more
practice on speaking could help in being less anxious. He also thinks that the encouraging
attitude and feedback of the teacher are important in helping him feel less anxious. He said that
he had a negative experience learning French as a foreign language, because the teacher was
discouraging and was always telling him, “You have learned that before--you should do it
right,” and he became anxious and turned against French. This contrasts with his experience
with learning AFL, in which his Egyptian teacher in France was always encouraging him to
build interest in Arabic, even though he started off learning Arabic with difficulty with the
alphabet and phonics. She also encouraged him to go to summer school to improve his learning.
This encouraged him a lot and made him comfortable and motivated him to learn Arabic:
“Talking about instructors, I have to say that I had a wonderful Egyptian Arabic teacher in
France. . . .She played a big role in encouraging me to learn Arabic…even though my
pronunciation of the letters was horrible.”
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Mimi is an American undergraduate student from New York. She studies education in
the State University of New York at Cortland. It was her first time in an Arabic speaking
country. She is not an Arabic heritage learner. She had completed two semesters of Arabic and
two semesters of French. Regarding speaking anxiety, she felt that students speaking over each
other in the class caused her anxiety. Also, she said there should be more speaking activities,
because she feels anxious when she takes long time to choose the correct word and being unsure
of the pronunciation. “I guess more focus on speaking activities may help.” Before coming to
Morocco, she studied with the textbook Alif Baa’.
Catherine is an American student from Idaho. She studies international relations at Idaho
State University. It was her first time in an Arabic speaking country. She is not an Arabic
heritage learner. She studied Arabic in her home university as part of her program requirements.
She has completed two semesters of Arabic. She has studied five foreign languages. Arabic is
the most difficult language for her because of the pronunciation of some sounds in Arabic, such
as, haa’, khaa’, cayn, and ghayn. Before coming to Morocco, she studied with the textbook Alif
Baa’. For her, the main reason for feeling anxious when speaking was students speaking over
each other, because she felt that sometimes other students answered for her, and she was not
given a chance to answer. She thought also that more speaking activities should be used in class,
because she felt anxious when choosing the correct word and correct pronunciation. “Sometimes
I am not sure which word should go in and the same thing for the pronunciation,” she said. She
wanted to study Arabic to work in a non-governmental organization (NGO) in the Middle East
in the future.
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By the time they came to Morocco, all the participants were in a “Novice-high level”
class, as per the ACTFL guidelines, which were adopted by the institution in Morocco to
determine the proficiency levels of the students. The reason behind choosing this proficiency
level to carry out the research project was not only because the institution assigned it to the
teacher, but because the researcher preferred it. It is expected that at this early stage of learning,
MSA students were expected to have problems in their production of target-like MSA speaking.
The age of the participants ranged from 18 to 25.

The participants involved in the study were chosen on the basis of the willingness of the
director of the program to allow the researcher to conduct the study, on one hand, and on the
willingness of the students themselves to participate in the study, on the other hand. The
students were highly interested in participating in the study, because they really experienced
anxiety while speaking: this was revealed when the PRCA was conducted which showed that
students experienced high levels of speaking anxiety.

The researcher contacted the director of the program who is responsible for the classes
and requested an appointment, in which the researcher presented a detailed description of the
study's objectives and the chosen instruments to be used in the study. The researcher presented
the IRB consent forms to the students, and those who agreed to participate, signed the form.
There was no other opportunity to add more participants, due to the limited number of classes
on one hand, and the differences in the proficiency levels of the students and the language study
tracks (MSA-only classes or Colloquial Arabic classes) they were studying on the other hand.
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3.4 Instruments and procedures:
a. Instructional period:
The class had eight weeks of intensive instruction by their class teacher, because the language
program was intensive. The period of instruction was twelve and half hours per week. The class
was introduced to the vocabulary of MSA related to different topics, as well as structures of
MSA grammar. The amount of input that the students were introduced to enabled them to speak
on a variety of topics as their proficiency levels allowed.

b. Teacher as researcher:
The teacher collected the data needed for the study. It is worth mentioning here that the
teacher was the researcher. A teacher as a researcher approach is one in which the teacher is
required to make use of a scientific inquiry to formulate and answer questions that are
pertaining to their own classrooms (Santa & Santa, 1995). As mentioned earlier, the teacher
investigated students’ perceptions to use it as a way to overcome speaking anxiety in the AFL
classroom. The teacher as a researcher approach has advantages and disadvantages to consider.
According to Vásquez (2008), the advantages are: “privileged access to real-life data, possibility
to adopt a multi-functional approach, and continuing professional development.” While the
limitations that may have an effect on the reliability of the study results: teachers may lack
specific training to carry out a successful research and budget as well as time limitations.
However, Vásquez concluded his article by saying that “There seem to be more advantages for
teachers to do research than to refrain from doing it…” (Vásquez, p.8). In this research project the lack
of some research skills may be applied because the researcher for example could have used an
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observer or a checklist rather than observing the class by herself and accordingly this would
have saved time. It is suggested also by Tsiplakides and Keramida (2009) that a “teacher as a
researcher” approach is a helpful tool. Such an approach, which brings together theory and
practice, can positively affect both the professional development of English teachers and the
anxiety levels of the students, and thus accelerating the students’ language acquisition.

c. Instruments:
For the purpose of this study, a triangulation method was used; the three techniques that
were used to collect data from the participants were qualitative – survey, semi-structured
interview, and observation. The triangulation method was used to improve the reliability of the
results. The teacher collected the data needed for the study.

The qualitative method was chosen for many reasons, the most important of which was
that a quantitative study was inappropriate, given the small pool of participants. Moreover,
qualitative research methods are important in exploring the meaning that participants or
individuals give to the events by sharing their experience (Denzin & Lincoln, 2000). Qualitative
research questions often begin with what or how, so that the investigator can gather detailed and
thick descriptive information with respect to the topic he or she is investigating (Patton, 2005).
For the current study, I explored students’ beliefs about their speaking anxiety in AFL
classroom and their perspectives that could be used to decrease speaking anxiety. The effect of
their perceptions on speaking anxiety was also an important component of this research.
Qualitative methods emphasize the role of the researcher as an active participant in the study
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(Stake, 1995). In this study, I, the researcher was the key instrument in collecting and analyzing
the data. Qualitative research methods used in this study included: a pre-and post-questionnaire,
a pre-and post-semi-structured interview, and observation.

There are many ways in which speaking anxiety can be measured: behavioral
observations, physiological assessments, and self-reports. The three ways of measurement are
uncorrelated (Clevenger, 1959). They are uncorrelated because they are tapping different
domains of interest. Behavioral observations are limited to visible signs of nervousness, while
physiological measures are less visible, so both tend to be poor measures of the psychological
aspects of apprehension. However, the most widely used method in measuring communication
apprehension (CA) is self-reports. Self-reports are appropriate when they are directed toward
matters of perception in which the respondent has no reason to fear negative consequences from
any answer given (McCroskey, 1984). There is a variety of self-report measures in the scholarly
literature. The most commonly used to measure CA is the one invented by McCroskey, its name
is the Personal Report of Communication Apprehension (PRCA) - see appendix 1.
The questionnaire that was used is a questionnaire that was initially devised by
McCroskey called PRCA. The PRCA is widely known to have both great reliability and validity
in measuring communication apprehension (McCroskey, 1977).The internal reliability ranges
between 92 and 96 while the test-retest reliability is over 82. This questionnaire was
administered to the participants at two different times: one in the middle of the semester and the
second, at the end of the semester, to measure the change in the students' amount of anxiety.
The PRCA is the most commonly used in the literature (Horwitz & Young, 1991; Bowen,
2009). The PRCA questionnaire and the tables of the pre and post-questionnaires with raw
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scores are presented in the appendix. The PRCA consists of 24 statements relating to feelings
about communication in groups, meetings, conversations, and in public speaking. The responses
possible on each questionnaire item range from strongly agree to strongly disagree, and
corresponds to a number ranging from 1-5. It is likely that persons who are anxious about
communicating in different public contexts will also experience language anxiety and will have
negative feelings toward orally communicating in the TL. It helps the researcher to identify
students with high anxiety (HA). This is important in my study because the questionnaire results
revealed students with HA and students with less anxiety. There was no student who did not
suffer from speaking anxiety according to the pre-questionnaire. Though the students said in the
pre-interview that they do not think they experience anxiety, the pre-questionnaire showed that
all the students experienced high level of speaking anxiety. The PRCA is designed to test
communication apprehension in terms of group discussions, meetings, conversations, and public
speaking, to get an overall result about speaking anxiety across different situations. The four
sections: group discussions, conversations, meetings, and public speaking, each included six
statements as shown below. The scoring procedure for the PRCA is to add the sub-scores
together to reach the overall score. Scores can range from 24-120. Scores below 51 represent
people who have very low CA. Scores between 51-80 represent people with average CA. Scores
above 80 represent people who have high levels of trait CA as follows:
Group discussion: 18+ scores for items 2, 4 and 6 – scores for items 1, 3 and 5.
Q1. I dislike participating in group discussions.
Q2. Generally, I am comfortable while participating in group discussions.
Q3. I am tense and nervous while participating in group discussions.
Q4. I like to get involved in group discussions.
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Q5. Engaging in a group discussion with new people makes me tense and nervous.
Q6. I am calm and relaxed while participating in group discussions.
Meetings: 18+ scores for items 8, 9 and 12 – scores for items 7, 10 and 11.
Q7. Generally, I am nervous when I have to participate in a meeting.
Q8. Usually, I am comfortable when I have to participate in a meeting.
Q9. I am very calm and relaxed when I am called upon to express an opinion at a meeting.
Q10. I am afraid to express myself at meetings.
Q11. Communicating at meetings usually makes me uncomfortable.
Q12. I am very relaxed when answering questions at a meeting.
Conversations: 18+scores for items 14, 16 and 17 – scores for items 13, 15 and 18.
Q13. While participating in a conversation with a new acquaintance, I feel very nervous.
Q14. I have no fear of speaking up in conversations.
Q15. Ordinarily I am very tense and nervous in conversations.
Q16. Ordinarily I am very calm and relaxed in conversations.
Q17. While conversing with a new acquaintance, I feel very relaxed.
Q18. I'm afraid to speak up in conversations.
Public speaking: 18+ scores for items 19, 21 and 23 – scores for items 20, 22 and 24.
Q19. I have no fear of giving a speech.
Q20. Certain parts of my body feel very tense and rigid while giving a speech.
Q21. I feel relaxed while giving a speech.
Q22. My thoughts become confused and jumbled when I am giving a speech.
Q23. I face the prospect of giving a speech with confidence.
Q24. While giving a speech, I get so nervous I forget facts I really know.
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It should be noted that the PRCA is normally used to determine the communication
apprehension levels in speakers using their mother tongue. The fact that the students in this
study were communicating in an FL resulted in communication apprehension levels which were
higher than the norms provided by McCroskey (1977). The norms that are used in this study to
measure CA of the students are taken from studies that used norms in measuring levels of
anxiety of learners of FL (Bowen, 2009). This is the only change in the application of the
questionnaire. The analysis of the PRCA data will be subjected to descriptive statistical
analysis, because the method used in this study is qualitative, not quantitative. Since the PRCA
is used to measure the level of speaking anxiety in public contexts and conversation settings. It
was important to use other instruments to detect anxiety when using the TL. For this purpose
the triangulation method, including the semi structured interviews and the observation were
used.
The semi-structured interview is open, allowing new ideas to be brought up during the
interview as a result of what the interviewee says. There were two interviews one was
conducted at the middle of the semester, the pre-interview, and another one at the end of the
semester, the post-interview. This was done to compare the verbal data of the participants in the
pre-interview to their verbal data in the post-interview and to find out if the students'
perspectives played a role in decreasing anxiety or not.

The pre-interview consisted of two parts. The reason for establishing the first part of the
interview was to obtain a good knowledge about each interviewee’s personal experience with
studying FLs, both in the past and in the present, so that the researcher would get thick, in-depth
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information about each participant, since in a case study, it is so important to have detailed
information about each participant.
Examples of questions from the first part of the pre-interview that address the above goals
include:
•

How many FL courses did you study so far?

•

Which FL was the most difficult of all?

•

How do you view your progress of learning MSA as a foreign language?

The reason for asking such questions was to know students’ beliefs about the Arabic
language in terms of difficulty and what did they notice was different in studying Arabic, as
compared to other languages. The second part of the pre-interview is more structured, focused
on anxiety and its causes and ways to make speaking less stressful. The questions from the
second part of the pre-interview that address the mentioned goals include: What bothered you in
previous AFL classes and what bothers you in the current class the most with respect to
speaking activities?
•

Are there other things about speaking in FL classes that bother you?

•

Do you have any idea as to why you feel anxious when speaking in your language
classes?

•

Does residing in the target language country helps in making you less anxious while
speaking the target language? Why?

•

Do you believe that smaller classes are better in decreasing speaking anxiety than bigger
classes? Why?
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•

Do you have any ideas as to how speaking in language classes might be made less
stressful?

•

Does the instructor attitude – friendly or superior – to the students play a role in
decreasing speaking anxiety? Why?

•

Which is better in decreasing speaking anxiety: on spot correction or afterward
feedback?

•

What do you prefer: teacher correction only or your friends correction?

•

Which helps you more: when the teacher tells you that what you are saying is
completely wrong or when she encourages you by saying that the answer is partially
correct?

•

Is it better to do speaking activities as the ones in the book by translating them or have
them in the TL?

•

Do you have any comments about the teacher when she gives speaking activities in
class?

After the pre-interview, all the suggestions of the students were taken into consideration by the
researcher to be used as means of reducing speaking anxiety in the AFL classroom and to find
out the impact of those suggestions by the end of the semester.
The post-interview was conducted at the end of the semester. It consisted of four questions that
addressed the experience of the learner after the end of the semester, and it was used to find out
if they feel less anxious, and if so, why do they think they feel less anxious? If speaking anxiety
in the AFL classroom decreased that means that integrating student perceptions within class
teaching played a role in alleviating anxiety and this accordingly supports what has been said by
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scholars that engaging (involving them by considering their opinions and perceptions) students'
in the process of learning could make them more confident (Tsiplakides & Keramida 2009).

In the post-interview, there were different items from the pre-interview that investigated
students' beliefs about the reduced level of anxiety in light of the perceptions they offered at the
pre-interview. Example of questions from the post-interview include:
•

How was your experience during this semester in learning MSA as a foreign language?

•

Did you realize any difference regarding being anxious while speaking as to that of the
beginning of the semester?

•

What were the most remarkable thing/things - from your point of view - that helped in
decreasing your speaking anxiety?

•

What role did the teacher play in decreasing your speaking anxiety?

The researcher asked these questions with the aim of getting information from the students to
understand their experience in learning MSA, such as their progress in learning Arabic, how
they viewed their oral performance at the end, compared to the beginning of the semester, and
what suggestions helped them the most in reducing their speaking anxiety. Their answers on
the post-interview were compared with those mentioned in the pre-interview to see if there is
progress in their performance. Also, the post-interview included questions about what
students’ suggestions, when implemented, helped reduce speaking anxiety.

The third qualitative technique that was used in collecting data is the observation done
by the investigator regarding the students’ progress throughout the semester. The researcher
preferred to use observation, along with the other instruments, to further validate the results of
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the study through triangulation. Using a triangulation method adds weight to the results and
makes the results more reliable, by using different instruments to test the same thing. Also, the
study has all the criteria that made it adaptable to participant observation, according to
Jorgensen (1989):
“(1) The research problem is concerned with human meanings and interactions.” Learner
perceptions of AFL are the human meanings in this study;
“(2) The phenomenon of investigation is observable through everyday life situations or
settings.” This was available because the teacher is the researcher and was present every
day in the class and could note aspects of CA that learners could display;
“(3) The researcher is able to gain access to an appropriate setting.” The setting in this
research project was the class to which the learner had full access;
“(4) The study was limited in size because seven participants took part in the study;
“(5) Study questions are appropriate for case study.” The research questions were set to
test the objectives of the study and to gather the necessary data clearly and
appropriately;
“(6), and the research problem can be addressed by qualitative data gathered by direct
observation and other means pertinent to the field setting.” Qualitative data are used in
this study, drawn from observations, interviews, and questionnaires.

The researcher is the observer in this study, where the researcher himself or herself
participates and observes in the everyday life situation. However, observations have limitations
that may affect the results of the study, such as: selection bias, loss to follow up, the length of
time required for the study, the participants may react with extreme behavior or by taking part
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in untypical activities (Jorgensen, 1989). The researcher tried to avoid such limitations. The
selection bias did not apply on this research project, since it is based on only one class of seven
participants that was assigned already by the institution and as mentioned, there was no
opportunity to choose the participants, since they were assigned to the course according to their
proficiency level (Novice-high). In terms of absence, there was no opportunity to lose following
up in conducting the study, because the researcher was not absent any day throughout the
semester. Sometimes there was absence on the part of the students; however, the absences were
not many, since they were limited by the regulations of the institution to two times during the
intensive program. However, there might be another factor that could affect the following up
like being too caught up in class activities to notice or observe some of targeted features. That is
why the researcher felt it could have been better to ask a colleague to observe the class.

The observer or the teacher (the teacher is the researcher) was present on all class days,
five days a week. The researcher took field notes after each class, from the beginning to the end
of the term and on each student. These notes targeted the points of students‘ weaknesses while
speaking, like pronunciation, structures, and wrong usage of vocabulary, as well as the students’
behavior when it comes to speaking – hesitation, reluctance, and avoidance or willingness to
speak, which reflects their level of anxiety. The researcher was taking notes on how the students
reacted when the teacher implemented their suggestions after each session.

3.5 Pilot study
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In order to test the research questions, the researcher conducted a pilot study in summer,
2013. The aim of the pilot study was mainly to test the pre-interview’s semi-structured
questions and to find out what questions would elicit students’ responses about the main reasons
or factors for feeling anxious while speaking in the AFL classroom and what strategies they
suggested could play a role in reducing speaking anxiety.

The pilot study helped the researcher realize that a few changes in the study
methodology were needed. On conducting the pre-interview with three students, five questions
were added, because the researcher found that the existing questions are not sufficient to
indicate the factors of speaking anxiety. Example of some of the questions that were added
includes:
•

Which is better in decreasing speaking anxiety: on spot correction or afterward
feedback?

•

Do you think weekly oral presentations will help in decreasing speaking anxiety?

•

Which helps you more: when the teacher tells you that what you are saying is
completely wrong or when he or she motivates you by saying that the answer is partially
correct?

•

Do you have any comments about the teachers when they give speaking activities in
class?

The pilot study was conducted only on the questions of the pre-interview, because the
researcher found that there is no need to test the questions of the post-interview, since students’
perceptions were the main focus point in this research. Also, there was no need to pre-test the
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PRCA, since its reliability and validity have already been established, and it has been used
widely to test the levels of speaking anxiety.

3.6 Data collection procedures
As for the data of the PRCA, the data was gathered through adding the scores of each
participant and was then analyzed and interpreted qualitatively. As for the pre-and postinterviews, the procedures were as follows:
•

The students were interviewed for 30 minutes each at the middle of the semester.

•

Students were interviewed individually

•

The data were audio recorded.

•

Analysis of the interview was conducted by listening to and then transcribing the taped
data. The method used in analyzing the data is the coding where the data was divided
into themes.

•

The verbal data that was gathered were confidential, as is usual research protocol. The
post-interview was at the end of the semester. The post-interview ranged from 10 to 15
minutes.

•

Analysis of the interview was conducted by listening to and then transcribing the taped
data.

•

The data will be kept with the researcher only until the research is completed and then
the researcher can delete them, to guarantee the confidentiality of the interview content.
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•

After the pre-interview and asking the participants about their suggestions that could
play a role in decreasing speaking anxiety, the researcher was taking notes on how the
students reacted when the teacher implemented their suggestions.

•

The observations will be discussed in chapter 4.

In the current study, the data collected for each research question is gathered through the
above-mentioned procedures, where the pre- and post-PRCA were used to collect data for
Research Questions 1 and 3. While the pre- and post-interviews are used to answer questions 1
through 4, while the observations provide detailed descriptions of the students’ performance
throughout the semester, so it answers Research Questions 1 through 3.

3.7 Data analysis
The data collected from the surveys was entered into a computer file for analysis using
SPSS-Windows, v. 17.0. Descriptive statistics used in the analysis included frequency, the
mean, and the standard deviation for both the pre-questionnaire and post-questionnaire.

The data collected from the interviews were recorded through Audacity – an audiorecording software program. The data were transcribed by the researcher and then the
researcher used thematic analysis to analyze the themes that emerged from the interview.
Thematic analysis is a technique used for “finding and marking the underlying ideas in the data,
grouping similar information together, and relating different ideas and themes to one another”
(Rubin & Rubin 1995, p. 229). The researcher preferred to use thematic analysis to categorize
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the underlying data of the pre-interview and the post-interview into themes that are related to
the objectives of this study.

Regarding the last instrument that was used in collecting data, observation,
the researcher used a prepared observation sheet to systematize the note taking. The researcher
wrote notes after each class, from the beginning of the semester, on each student in the class. To
take notes, the researcher used a separate observation sheet for each student. The researcher
used two observation sheets: one at the beginning of the semester, before taking students’
suggestions and a different one after taking the students’ perceptions into consideration. In the
first observation sheet, the researcher took notes on the following points:

Date

Avoidance to talk
and hesitation

Pronunciation

Correct usage of
words

Willingness to
participate

Using vocab in different
contexts

The notes targeted the points of weaknesses while speaking, like pronunciation, structures, and
wrong usage of vocabulary, as well as the students’ attitude when it comes to speaking –
hesitation, reluctance, etc.
After the pre-interview, the researcher was taking notes on how the students reacted
when the teacher implemented their suggestions. The researcher was taking notes considering
the following points:

Date

Avoidance to
talk

Pronunciation

Correct usage of
words
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On-thespot
feedback

Willingness
to participate

Oral presentations

Chapter 4
Results
The purpose of this research was to investigate students’ beliefs about speaking
anxiety in the AFL classroom, access their perspectives that could play a role in
decreasing speaking anxiety, and to assess the effect of these implementations on
reducing speaking anxiety. The research also investigated the impact of language study
in the TL country on students’ speaking anxiety. The following research questions
informed this study:
(1) What are students' beliefs about learning Arabic as a foreign
language?
(2) What are students' perspectives and thoughts that could play a role in
decreasing anxiety of speaking Modern Standard Arabic (MSA) as a
foreign language?
(3) To what extent does the implementation of students' suggestions
affect their level of anxiety?
(4) Does residency in the TL country play a role in decreasing speaking anxiety?

The PRCA questionnaires measured the level of speaking anxiety of the students. Semistructured interviews allowed the students to describe their perceptions about speaking anxiety
in learning a FL and ways to reduce it. Systematic observation of students’ classroom behavior
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helped elaborate the students speaking anxiety over time and with different activities. The
research findings reported in this chapter are an outcome of the analysis of the following: the
questionnaires, the interviews and the observations.
The data collected for each research question is gathered through the above-mentioned
procedures, where the pre and post PRCA were used to collect data for Research Questions 1
and 3. The semi-structured pre- and post- interviews were used to glean data on Research
Questions 1 through 4, while the observations provided detailed description of the students’
performance throughout the semester, thereby informing on Research Questions 1 through 3.
The following section will discuss the study findings with respect to each research question. It is
worth mentioning that the researcher reported the results in group not as individual cases despite
differences in students’ background and difference in languages previously studied, this could
have been the result of their similarity in AFL level of proficiency making this factor the most
influential compared to other background factors in dealing with CA. However, further research
is needed to verify that.

4.1 Study findings
5. First research question: What are students' beliefs about learning Arabic as a
foreign language?
When asked about their beliefs about AFL compared to previous languages they have
learned, almost the seven students reported that Arabic is the most difficult FL they have
studied. One of the participants who studied Japanese before, said that Arabic is even harder
than Japanese. The FLs that were studied by the participants included French, Japanese,
Spanish, and Russian. Six participants out of seven reported that Arabic is the most difficult of
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all, except a student who said that French was more difficult for her. The students who reported
Arabic as the most difficult reported a number of reasons, the foremost of which was that the
different sounds of the Arabic alphabet, compared to English as their first language; all students
agreed on that point. The students also reported that several factors unique to Arabic made
learning it more difficult:
1. the different alphabet, compared to the Latin alphabet in terms of the shapes of
the letters and how they are written,
2. sentence word order
3. pronunciation of some letters
4. a different syntax
5. the root system in Arabic.

The responses of the participants regarding the causes of speaking anxiety in the AFL
classroom were surprisingly consistent. All participants named embarrassment from committing
pronunciation errors in front of their colleagues as the number one stressor while speaking the
TL. They attributed the fact why they feel anxious while speaking to a number of reasons
including unsureness of what they are saying, hesitation, not knowing the correct usage or the
order of words and grammatical structures. Here are two examples of the students’ remarks:
“It is hard to think what you want to say exactly because this makes me feel anxious
about getting it wrong… there is a lot of hesitation about using the correct usage of
words and grammar. . .”
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“I guess it is just only the unsureness of what I am saying sometimes: unsure of the
sounds and the proper usage of words.”
The second cause was that they become anxious when their peers interfere while they are
answering or overlap their turns in participation: six students mentioned that this caused them
anxiety and impeded them when speaking, because they feel that their colleagues underestimate
them, especially when the interference is from their smarter or more hard-working colleagues.
The student said “Sometimes some colleagues speak over each other, so it is hard to speak if
you are not aggressive, or if you are not sure of what you wanna say.” This was also supported
by the notes taken by the researcher in the observation sheet on the students’ oral performance.
The researcher found that all students had problems in speaking, such as hesitation, errors in
pronunciation, wrong usage of words. Even the most hard-working student in class, who usually
got high grades on written tests, had problems with specific utterances and pronunciation. All
these factors positively motivated the teacher to conduct the study, in order to help the students
to overcome their speaking anxiety, but it is worth mentioning also here that the teacher up to
that moment only worked on students’ linguistic difficulties, considering it the only means to
help them get over their communication difficulties and ultimately their CA. The teacher kept
on observing the students, (who gave somewhat constant performances) every day in the class
throughout the time of the study.
Two other factors of why they feel anxious are as follows: being anxious from their
colleagues’ judgment; and being unable to express themselves. One student said that in this
class, he felt less anxious compared to previous FL classes, and he attributed this to the
teacher’s attitude, “being nice and friendly and not mean.”
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The researcher also used the pre-questionnaire to measure the level of speaking anxiety.
As mentioned previously, the instrument used to measure the level of speaking anxiety was the
PRCA. The pre-questionnaire was given to the students and scores were computed to determine
their level of speaking anxiety. The data were analyzed by using the formula of adding the
scores of the PRCA (see appendix 1). The scores of the participants were all above 80, which
indicate high level of anxiety. Also, a descriptive statistics analysis was done to find out the
statement that ranked the highest frequency for “I strongly agree”. The statement that ranked
the highest was Q15:”Ordinarily I am very tense and nervous in conversations.”

b. Second research question: What are students' perspectives and thoughts that could play a
role in decreasing anxiety of speaking Modern Standard Arabic (MSA) as a foreign language?
This research question is the core of this study because it investigates students’
perceptions and what suggestions they have for teaching strategies that could play a role in
decreasing speaking anxiety in the AFL classroom. When asked about solutions that may
decrease speaking anxiety in AFL classroom, students recommended a number of suggestions.
Surprisingly, many of the suggestions from the students were in agreement throughout the
individual interviews.
One of the surprising things that students agreed on regarding decreasing speaking
anxiety is that they prefer on-the-spot feedback rather than delayed feedback when doing
speaking activities in class. As a teacher, I had thought the opposite of what they suggested: I
thought that giving on-the spot-feedback while speaking would cause interruption and anxiety
while the students stated otherwise. This assumption of the teacher is supported by Walker (in
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Omaggio, 1993) who reported that students believed that frequent feedback and intervention
from the teacher destroyed their confidence and they preferred to be allowed to communicate
freely. The students in the current study attributed their preference of on-the-spot feedback to a
number of reasons as indicated in the following statements they made:
“On-the-spot, because when you fix a mistake on the spot, it kind of helps you think
about what else you wanna say, so you do not keep on the incorrect thing.”
“I think it should be corrected fairly, sooner than later, so you won’t go down on the
wrong road.”
Another thing that all participants agreed on and believed would contribute to decreasing
speaking anxiety is small classes, rather than big classes. They said that in smaller classes, much
attention can be given to the students, there are more one-on-one conversations and speaking
activities and less pressure. They said also that in smaller classes, they feel they can have a
better opportunity to do more speaking activities, which will accordingly help in practicing
more and overcoming mistakes, and thus becoming more confident and less anxious, in contrast
to bigger classes, where each student may not have enough time to speak. One student said, “In
smaller classes, I do not feel the pressure that I do not want to be in class.”
All participants also suggested that there should be more speaking activities, other than
those in the textbooks, because as learners of FL, they think that the speaking activities in the
textbooks have nothing to do with real life situations, so in addition to the activities included in
the textbook, they preferred that the teacher would introduce additional materials addressing
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real life needs and basic conversation activities, things that they may use in the TL country or
with native speakers.
Then the participants were asked about a speaking activity in the textbook AL-Kitab
part 1, which was present in every new lesson. The activity was about some questions written in
English, including all the vocabulary that students studied during the lesson. The students were
asked to ask these questions in group work or pairs to each other by translating them. The
reason behind asking the participants about this activity particularly was to find out whether
translating from the first language (L1) causes anxiety while speaking, or whether this is
considered a form of student scaffolding that reduces students’ anxiety. To this, six of the seven
students said that they prefer the questions in the TL and to avoid using the translation method
while speaking. Students supported their suggestion by saying that they came to the class to
learn a language and not to translate it:
“We are here because we are supposed to be learning a language, not translating it. . .”

Another reason for why they preferred the activity in TL was that it enables them to guess the
meaning from deducing grammatical rules in the questions. The one student who said that she
preferred the activity in the L1, said she preferred it because it is easier for her and helps her
understand quickly, but she did not make it clear how much this affects her CA.
The teacher wanted to look into the perceptions of the students regarding weekly oral
presentations and if they can play a role in decreasing speaking anxiety. So, the seven
participants confirmed that weekly oral presentations will be helpful in decreasing speaking
anxiety, especially if conducted weekly, because it helps them to practice speaking and speak
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for a long time in front of their colleagues. It is worth mentioning that when the teacher gave the
students oral presentations, she asked them not to read from a paper, but just to have main
points and pictures and to speak about it, so that the activity would not turn into reading instead
of speaking. One student said: “I think the idea of oral presentations would be good, if
conducted on a weekly basis. Though it is scary for me and my colleagues, but at least it forces
us to speak for a long time.”
Other perceptions of the students that may contribute to decreasing speaking anxiety
were using language learning games in speaking activities; this is supported by Oxford (1999)
recommendations to decrease anxiety in which she suggested “encouraging students to relax
through games in teaching”. Other perceptions included not interfering or interrupting other
students turns while speaking, and one student suggested not to separate speaking activities into
a separate part of the class, but rather to make it as an integral part of the lesson, without giving
it separate section or a particular day, so that students would not skip it. Also they suggested
giving more opportunities for all students to participate, “…because when the teacher says now
speaking, some students turn red…I’d prefer if you work it into the entire class.”
The researcher also wanted to investigate students’ perceptions about the role of the
instructor that could help in decreasing speaking anxiety in the AFL classroom. The interest in
this aspect came from previous research (Yan & Horwitz, 2008) which suggested that “a
teacher’s personality, philosophy, and skill were all perceived to influence the way the students
are taught and their level of anxiety. For example, students felt that lively, dynamic, and
energetic teachers were more likely to arrange the class and use the textbook in a more efficient
way.” On asking the students about the teacher’s attitude in class, whether being superior (by
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superior the researcher mean that the teacher is adopting a very serious attitude, lacking sense of
humor, not allowing a fun atmosphere in class), or friendly helps more in decreasing speaking
anxiety, all participants said that indeed the friendlier attitude helped them more and made them
feel less anxious. Through the responses of the students in the interview, some students said that
superior attitude of previous teachers was not helpful at all, and one student literally said that
the teacher was “mean,” not allowing any sense of humor in the class.
“Our teacher was mean, the class was too serious to the extent that some students
were afraid to speak or say the answer; they were afraid that the teacher may
reject them …”

The teacher adopted this friendly attitude with the students since the beginning of the
semester, so the students were able to recognize the difference, comparing it to the
attitude of their previous teachers.

The participants were asked about which type of correction, teacher-correctiononly or peer correction, plays a role in decreasing speaking anxiety. Four of the seven
students said that teacher-correction-only makes them feel less anxious while speaking
in the class: they said they prefer teacher-correction-only, because they feel if other
students corrected them, they will feel more anxious, because it is a kind of a
competition. The other three participants said that both kinds of corrections, from the
teacher and students, are OK. One student explained:
“Both, because other students motivate me, because if others know the answers
and I do not, it pushes me and makes me jealous”
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Again regarding feedback from the teacher, the students were asked what
encourages them more while doing speaking activities: when the teacher says the whole
answer is wrong, or when she says something like, “part of it is right,” or “you are very
close to the answer?” All the participants agreed; they said encouragement and saying
that part of what they are saying is right, helped decrease speaking anxiety more, what
they added is that they like it more when the teacher gives them clues or hints, rather
than saying the correct answer directly, because clues and hints make them think, and
this reinforces the learning better.

c. Third research question: To what extent does the implementation of students'
suggestions affect their level of anxiety?
This research question was set to investigate the effect of implementing students’
suggestions. The instruments that were used to collect data for the third Research
Question were the post-interview and the post-questionnaire.

As previously mentioned, two interviews were conducted. At the last day of
classes, the teacher conducted the post-interview with the students to find out if their
perspectives and suggestions for teaching strategies, which the teacher then
implemented, played a role in decreasing the level of their speaking anxiety or not. The
post-interview consisted of only four questions, and it is short, because it is aim was to
focus on two aspects only: (1) the effect of using students’ perspectives in decreasing
speaking anxiety in the AFL classroom, and (2) the role that the instructor played in
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decreasing their speaking anxiety. The data was analyzed by transcribing it and then
using coding to divide it into themes.

On asking the students about how they felt about their oral performance and whether
they think they became less anxious, all students responded that they felt an improvement in
their performance and that they feel more confident compared to the beginning of the semester;
the only challenge they faced is the colloquial dialect used by NSs. Students said, “I believe I
improved a lot. My vocabulary has increased, as well as my proper use of grammar while
speaking,” “Yes. In the beginning of the semester I felt more anxious to speak, because of my
lack of vocabulary. Now I feel confident that I can converse with people.”

One student said that in the beginning of the semester, he felt anxious because of the lack of the
vocabulary, but at the end of the semester, he felt more confident. This increased confidence is
not due to increased proficiency only, but due to the teacher’s practices that helped in increasing
proficiency and thus decreasing speaking anxiety. As noted previously, the students asked for
more speaking activities and speaking activities other than those in the textbook, (they needed
topics that address their everyday needs). By giving more speaking activities and topics
associated with everyday situations, the students became more confident to speak and recycled
the vocabulary in different contexts, as well as practicing the correct utterances, which helped
eventually in decreasing speaking anxiety and increasing their proficiency. After asking the
students about what they think about their oral performance in the class, the researcher wanted
to know what suggestions helped in decreasing speaking anxiety and therefore, improving their
performance.
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The students responded that the different suggestions they suggested in the pre-interview
played a role in decreasing their speaking anxiety, among these suggestions were: (1) more
focus on speaking activities and (2) speaking activities related to real life situations. The teacher
chose speaking topics related to everyday life and asked the students to suggest topics of
discussion. As a result, students increased their speaking proficiency, which played a role in
decreasing their speaking anxiety.
Also, the teacher’s attitude was an important factor: students said that the teacher’s
attitude of being friendly and active in the class (moving around the class, following up with the
students in class, etc.) in teaching helped a lot in creating a less anxiety-provoking atmosphere,
where they were encouraged to make errors and avoid hesitation. Though the teacher did not
implement the suggestion of creating smaller classes, (since the class was already small),
smaller classes tend to play an effective role in learning FL, because the students are given more
opportunity to participate, the teacher is being more attentive with a small number of students in
the class, and the students are provided with the appropriate and necessary feedback in the class.
All these factors helped to provide more opportunities for the students to participate in class
discussions and receive the necessary feedback, which will eventually help in both increasing
their proficiency and accordingly decreasing their speaking anxiety. Students also reported
class presentations in the TL helped a lot in developing their understanding and comprehension,
not only with speaking, but with listening. Finally, the on-the spot-feedback helped in
reinforcing the correct usage of words and structures. According to one student,
“I believe different classroom discussions, as well as going out and speaking with
people. Doing this helped me with speaking and made me feel less anxious.”
66

Regarding students’ perceptions about the role of the teacher in decreasing speaking
anxiety, the seven students said that the teacher’s attitude of being friendly, providing the
necessary and appropriate feedback, and giving everyone the opportunity to speak, and
implementing students’ teaching suggestions played a role in decreasing their level of speaking
anxiety. Also, the students reported that encouraging students through feedback and giving
clues or hints to reach the right answers, rather than simply telling then the correct answer
directly helped their learning a lot. Students said what helped was that,
“My teacher gave everyone an opportunity to speak and to answer questions in class;
also, implementing oral exercises to the weekly test.”
“The teacher’s attitude helped a lot in making the classroom atmosphere more
comfortable.”
Regarding the observation, after conducting the pre-interview and taking the students’
suggestions into consideration, the teacher compiled all the suggestions and started to use them.
The researcher took notes on the reactions of the students to the implementation of their
suggestions: more focus on speaking activities and topics related to real life: the researcher
evaluated or took notes on the student performance in terms of avoidance to talk, hesitation,
using the correct vocabulary in the right context, correct pronunciation and willingness to
participate.
After investigating the perceptions of the students regarding their oral performance, after
implementing their suggestions, we can say that students’ suggested procedures matched with
the pedagogical procedures that expert practitioners usually recommend for increasing speaking
proficiency. Though the study did not target the development in students’ speaking proficiency,
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it is possible that learners’ increased speaking proficiency has reduced their level of
communication anxiety.
Then after the research project was completed, the teacher compared the notes that were
taken on every participant. All the students did make a progress in terms of speaking in class,
willingness to participate in class discussions and they became more confident. The teacher
noticed this improvement in their performance, through their willingness to participate and not
escaping or avoiding the questions or class discussion, because as mentioned earlier, the
students initially would say: “I do not know,” without even trying. Of course, their linguistic
performance improved gradually, which eventually played a role in decreasing their speaking
anxiety.
One of the factors that was representing a challenge to the students and contributed to
their speaking anxiety is the wrong usage of words, which were contributing to their uncertainty
and hesitation. The teacher tried to fix this by presenting more speaking activities related to real
life situations on different topics (each week the teacher asked the students to suggest topics for
speaking; these topics included ordering food, buying clothes, buying flight tickets, going to the
hair dresser, riding public transportation, and the like). Through presenting more speaking
activities, as students suggested in the pre-interview, and activities related to real-life situations
to fit different students’ needs, the students came to reinforce the range of vocabulary they have
learned, by using it in different contexts; hence, the pragmatic usage of words was stressed and
focused on more, which helped students recycle their vocabulary. Through recycling their
vocabulary at different times, in different contexts, the students became less hesitant in using
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the vocabulary, which accordingly helped in making them less anxious. The anxiety and
uncertainty were reduced gradually.

The thing that the students suggested and was the most remarkable, which had a definite
positive effect, is giving equal turns to the students and avoiding overlapping in turns
(overlapping here refers to when the students talk over the turns of each other or respond on
behalf of the student who is supposed to answer). By this change, the teacher found that the
students became more confident and their voices were heard. This suggestion had a very
positive impact, and its implementation in the class was noticed by the students, and they said,
“Thank you. We feel more comfortable and that we are progressing quickly.” The teacher was
able to see its immediate impact on the students’ attitudes.
The other suggestions were useful also, especially those pertaining to feedback. The
students felt more confident when the teacher was giving them a chance or a clue to correct their
answer. One fruitful result of this technique is that starting in the 6th week of class, the students
knew the correct answer when their colleagues were making errors. The researcher observed the
students’ reactions to on-the-spot feedback, as students said they preferred it to delayed
feedback. The researcher did not notice any communication breakdown or reluctance resulting
from interference and giving on-the-spot feedback while students were speaking or giving their
oral presentations. It is worth mentioning that the students reported in the pre-interview the fear
to make mistakes in front of their peers as one of the causes of anxiety. However, the researcher
thinks that the encouraging feedback given to the students in the form of clues and hints, in
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addition to the encouraging attitude of the teacher, helped in building their confidence and in
allowing them to tolerate making mistakes.
The post-questionnaire was also used to determine the level of speaking anxiety after
implementing their suggestions, as compared to the pre-questionnaire. For that purpose, an
analysis to compare the means of the two data sets was done. The analysis of the data to
determine the mean of the two data sets (pre-questionnaire and post-questionnaire) was done
based on the total scores of all the participants, after calculating the score of each participant
individually, and then the researcher determined the level of anxiety as per the scoring of the
PRCA (as is explained in the methodology chapter). The average of the total scores are
displayed, but not the individual scores, since the individual scores already revealed high levels
of anxiety in the pre-questionnaire and average level of anxiety in the post-questionnaire. The
aim of the analysis here was to find out the difference in the average between the two data sets.

Table 2
Report of the means of the two data sets

Mean
N

Prequestionnaire

Postquestionnaire

99.14

74.57

7

7

19.013

13.340

Standard
Deviation
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Table 2 shows that the average of the seven students’ speaking anxiety changed in the postquestionnaire, compared to the pre-questionnaire, which means that the students’ perceptions
played a role in decreasing their level of speaking anxiety.
The researcher could not use inferential statistics to compare the two sets of data, since a
larger sample was needed; thus, due to the small pool of participants and because this study
used qualitative methods, the researcher used descriptive statistics to investigate the issues of
interest in this study. Speaking anxiety is operationalized by the PRCA, where scores can range
from 24-120. Scores below 51 represent people who have very low Communication Anxiety
(CA). Scores between 51-80 represent people with average CA. Scores above 80 represent
people who have high levels of trait CA. By taking these scores into consideration and applying
them to the results of the study, we find that the average of the pre-questionnaire was above 80,
which represents high levels of speaking anxiety. Comparing this result with the result of the
post-questionnaire, we find that the average of the post-questionnaire is 74.57, which represents
average levels of speaking anxiety.
Also, another thing which supports the change that has occurred in the students’
speaking anxiety is the change in the order of the questions. The questions here refer to the 24
questions that were in the pre-questionnaire and the post-questionnaire. In table 3, the questions
in the red columns in the pre-questionnaire and the post-questionnaire are arranged in an
ascending order, where the first question in both questionnaires is the question that occurred
with a high frequency to the answer number 1 (strongly agree) on the Likert scale. The
footnotes, below, after the table refer to the statements of the questionnaire.
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Table 3
Descriptive statistics of the pre and post questionnaires
Descriptive Statistics
Pre-

Post-

questionnaire

Sum

Mean

Std. Deviation

Q15

10.0

1.429

1.253566

Q21

10.0

1.429

Q4

11.0

Q8

Std.
Mean

Deviation

Q16

1.429

.5345

1.253566

Q12

2.000

.0000

1.571

0.786796

Q4

2.143

1.3452

12.0

1.714

0.951190

Q6

2.143

.6901

Q23

12.0

1.714

1.253566

Q9

2.286

.9512

Q9

13.0

1.857

1.069045

Q2

2.429

1.1339

Q12

13.0

1.857

0.899735

Q14

2.429

.5345

Q2

14.0

2.000

1.290994

Q17

2.571

.9759

Q17

16.0

2.286

1.704336

Q22

2.714

1.1127

Q16

16.0

2.286

0.786796

Q23

2.714

1.1127

Q6

17.0

2.429

1.511858

Q8

2.857

1.0690

Q19

18.0

2.571

1.618347

Q24

3.000

1.1547

Q3

26.0

3.714

1.253566

Q20

3.000

.8165

Q20

26.0

3.714

1.253566

Q21

3.000

.8165

Q22

27.0

3.857

0.899735

Q5

3.286

.9512

Q5

27.0

3.857

1.345185

Q3

3.429

1.1339

Q7

27.0

3.857

1.214986

Q19

3.571

.7868
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questionnaire

Q18

28.0

4.000

1.154701

Q1

3.857

1.0690

Q1

30.0

4.286

1.253566

Q7

3.857

1.2150

Q10

30.0

4.286

0.755929

Q13

3.857

1.2150

Q13

30.0

4.286

1.253566

Q18

3.857

.8997

Q14

30.0

4.286

1.133893

Q10

4.000

.5774

Q24

30.0

4.286

1.253566

Q11

4.143

.6901

Q11

31.0

4.429

0.534522

Q15

4.143

.6901

1

11

Q1: I dislike participating in group discussions.

Q2: Generally, I am comfortable while participating in group discussions.
Q3: I am tense and nervous while participating in group discussions.
Q4: I like to get involved in group discussions.
Q5: Engaging in a group discussion with new people makes me tense and nervous.
Q6: I am calm and relaxed while participating in group discussions.
Q7: Generally, I am nervous when I have to participate in a meeting.
Q8: Usually, I am comfortable when I have to participate in a meeting.
Q9: I am very calm and relaxed when I am called upon to express an opinion at a meeting.
Q10: I am afraid to express myself at meetings.
Q11: Communicating at meetings usually makes me uncomfortable.
Q12: I am very relaxed when answering questions at a meeting.
Q13: While participating in a conversation with a new acquaintance, I feel very nervous.
Q14: I have no fear of speaking up in conversations.
Q15: Ordinarily I am very tense and nervous in conversations.
Q16: Ordinarily I am very calm and relaxed in conversations.
Q17: While conversing with a new acquaintance, I feel very relaxed.
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In the pre-questionnaire, the first question (Q 15) that came with the highest frequency
of “strongly agree” is “Ordinarily, I am very tense and nervous in conversations.” This
indicates that during the pre-questionnaire, the students experienced high levels of
speaking anxiety. What is more surprising that this question ranked the last in the postquestionnaire. On the other hand, the first question that ranked the highest frequency to
the answer number “1 strongly agree” is (Q 16) “Ordinarily I am very calm and
relaxed in conversations.” It is clear here that this statement is the opposite of statement
number 15, and if this meant anything it means that the level of speaking anxiety of the
students did decrease.

d. Fourth research question: Does residency in the TL country play a role in decreasing
speaking anxiety?

The fifth theme that emerged in the thematic analysis of the pre-interviews is
used to answer the last Research Question. The researcher took the opportunity of
conducting the study in an Arabic speaking country to pinpoint this in the current
research project. The researcher wanted to explore what factors of residing in the TL
country affects the anxiety of the students. One participant said, “Yes, living in the TL
Q18: I'm afraid to speak up in conversations.
Q19: I have no fear of giving a speech.
Q20: Certain parts of my body feel very tense and rigid while giving a speech.
Q21: I feel relaxed while giving a speech.
Q22: My thoughts become confused and jumbled when I am giving a speech.
Q23: I face the prospect of giving a speech with confidence.

74

country can reduce speaking anxiety,” because when he spoke Arabic (even though he
was not speaking the colloquial dialect with the NSs, but was using MSA), native
speakers appreciated it very much, and they even helped him. The other six participants
said they did not have this experience, “not here in Morocco,” because Moroccan
Colloquial Arabic is what is spoken in the streets, while they were studying intensive
MSA. However, it is worth mentioning that all participants said that they recognized a
difference in their progress, from when they studied Arabic before in non-Arabic
speaking countries and that there are factors in the TL country that helped in their
progress. This confirmation from the students about their progress comes in line with the
studies that proved that the study abroad context yield better results in developing
proficiency in all disciplines (Gray, Murdock, & Stebbins, 2002; Kinginger, 2008).
Among these factors that helped in their progress in studying AFL, they said they felt
they understood Arabic better, because they could pick up words which are common
between colloquial Arabic and MSA. In addition, they hear the language all the time in
the streets and in the shops. Also, some students said that because the program is
intensive, and because they only came to Morocco to study AFL and no other courses,
they feel they achieved better progress compared to where they previously studied the
language. One student suggested it could have been better if there was a pledge to force
the students on campus to speak only Arabic. This was consistent with what some
students mentioned that regardless of the language spoken in the streets, the fact that the
native students on campus and faculty speak English and French did not help in
developing the proficiency of their Arabic, as they had hoped. Upon asking them if
MSA was spoken by native speakers, could it play a role in decreasing speaking anxiety,
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all students said, “Yes, definitely,” because it will give more opportunities to practice
speaking and gain confidence while talking with people. A student said, “Not here in
Morocco because Arabic is not spoken, but I recognize that I understand it better than
before, because I hear people speaking, making phone calls in Arabic. My roommate
also helps me, because I even pick up more words, which make me understands better
and put things together better.” Another student commented, “If MSA was spoken in the
streets, it would have definitely played a role in decreasing speaking anxiety.”

In short, answering this research question was difficult, with inconclusive results;
however, it still suggests that the study abroad context helped in developing proficiency.
Also, from the students’ responses, it is not only the locals in the streets that could help
in developing the proficiency of the students through communication, but the people
they deal with in the setting of the study could help and have an effect on developing
their communication as well, if there was an Arabic-only pledge. Further research is
needed to investigate whether students who are studying the spoken colloquial dialect in
an Arabic speaking country reduce their anxiety and achieve better language
proficiency.

Table 4
A summary of the students’ perceptions that played a role in decreasing their
speaking anxiety
Students’ Suggestions for Helping Decrease Speaking Anxiety
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More speaking activities related to real life situations
On-the-spot feedback
Smaller classes
Speaking activities should be in the TL
Teacher’s attitude of being friendly
Encouraging feedback and giving clues

4.2 Conclusion
The three instruments that were used in this study to collect data were very helpful in
collecting data for the four Research Questions and played a role in decreasing speaking
anxiety, through involving the students in the process of classroom learning through
implementing their suggestions. It is found that most of their suggestions intersect with
recommendations that practitioners usually recommend to increase the proficiency of the
students, which accordingly helps in decreasing their speaking anxiety. One point needs to be
further investigated, which is the effect of learning colloquial AFL in an Arabic speaking
country. The results of the study need to be experimented with a larger sample, before regarding
the results as generalizable, since the number of participants in this study was limited. Then, the
method of adjusting teaching strategies to students’ perceptions could be applied by other
teachers to alleviate speaking anxiety. However, it depends on whether the teacher likes to
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consider those results in other classes or not, since other teachers have their different ways of
teaching.
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Chapter 5
Discussion
5.1 Discussion of findings
The purpose of this chapter is to discuss the results of the study that was carried out in
an MSA AFL class to investigate the effect of students’ perceptions on decreasing speaking
anxiety, in addition to the effect of residing in the TL country on decreasing speaking anxiety.
The results are discussed in terms of the data attained by the questionnaires, semi-structured
interviews and observations, as described in the previous chapter. The data are interpreted in
terms of other studies conducted by other researchers in the area of FL anxiety; specifically
speaking anxiety.
The study targeted the four research questions. Through Research Question 1, the
researcher learned about the background of the students learning FLs in general and AFL in
particular, and why they believe that Arabic is a difficult, if not the most difficult language to
learn (according to that group of students). This investigation of the students’ beliefs about
language learning was accomplished in the first part of the pre-interview. The data that were
gathered through the pre-interview showed that students find AFL to be a difficult language.
The difficulty, in their opinion, stems from the fact that it is a language with different sounds,
letters and concept, in which students find it hard to utter some sounds, which causes them
hesitation and unsureness and consequently anxiety about speaking. It is important to
investigate the learners’ beliefs about FL as suggested by Bowen (2009) in his study in which
he found that this discussion played a role in decreasing speaking anxiety. He suggests teacher
should: “discuss and correct students’ expectations and erroneous beliefs about language
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learning at the beginning of the course. Be open to having these discussions at periodic
intervals throughout the course.”
The current study reveals that AFL learners who took part in this study suffer from
anxiety when speaking using the TL. This is also consistent with Liu and Jackson’s (2008)
results in their study on EFL Chinese learners, who experienced anxiety when speaking in the
classroom using the TL which is very different from their first language with respect to sounds,
letters, word order, etc. These anxiety provoking factors (different sound, letters, and putting the
words in order) were consistent with Awan, Azher, Anwar, and Naz’s (2010) study, which
concluded that students are worried about making grammatical mistakes, pronunciation errors
and being unable to respond quickly because of hesitation, and they rate the mentioned factors
as the biggest causes of anxiety. This is also supported by Tsiplakides and Keramida (2009)
who concluded in their study that students who experience speaking anxiety do not feel
comfortable communicating in the TL because of their limited knowledge of the language. All
the above suggests that there is a relationship between proficiency level and speaking anxiety.

Research Question 2 focused on gathering suggestions through students’ perspectives
to implement them in the classroom and to test if implementing students’ suggestions has an
impact on decreasing their level of speaking anxiety or not. On reviewing the recommendations
that were suggested by the students, it was found that they were consistent with expert
recommendations to help in decreasing speaking anxiety (e.g., Tsiplakides and Keramida 2009).
It was recommended by the students that they should participate in more speaking tasks related
to everyday life, that creating a friendly classroom atmosphere, and creating a supportive
classroom, where the teacher should make it clear to the students that errors are allowed and to
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provide a positive and encouraging feedback are all important. One of the important and
unexpected suggestions from the seven students is when they agreed that on-the-spot feedback
is preferable while speaking; the researcher thought that this may cause communication
breakdown, if the teacher intervened while the student is taking part in a speaking activity. This
may not be consistent with previous studies in the literature (Metcalfe, Kornell, & Finn, 2009;
O’Connell, 1974) that investigated the effect of immediate feedback versus delayed feedback on
learning. Both studies concluded that delayed feedback proved to be more beneficial on
developing the fluency of the students in the class. Students also suggested that the speaking
activities should be in the TL to promote the usage of the TL. This contradicts with what Levine
(2003) and Yoshida (2013) said in their studies, which found that the usage of the TL in
classroom communication provoked anxiety. Students’ also suggested the attitude of the teacher
to be an important factor in reducing speaking anxiety and in creating a comfortable atmosphere
in the classroom. This is supported by Yan and Horwitz (2008), where they came to the
conclusion in their study after interviewing students who said that teachers who are lively,
dynamic, friendly and had a good sense of humor help in creating a less anxiety provoking
atmosphere and encourage students to speak. According to Yan and Horwitz, “The teacher in
the first year was monotonous and dull; then in the second year, we had another one, and she
was very lively in class. She asked us to become active, more dynamic. But we were not used to
(that) in the beginning, since we were more used to the way things were in the first year, that
kind of . . . model. Then, after a long time, we started to form the habit of discussing what the
teacher said in class. That took a long, long time . . . If you are used to this way, to talk right
away, you won’t be afraid . . . I think it is pretty important. If many students are talking, I can
also jump in with one or two sentences.” (Yan & Horwitz, p. 163). This also came in line with
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Oxford (1999) discussion of factors that could reduce anxiety in the classroom: “create a nonthreatening environment” and “give permission to students to use the language with less than
perfect performance”.

The students’ suggestion about class sizes were supported by Shamim, (1996) who interviewed
students in Pakistan and found that smaller classes are more effective than bigger classes.
Shamim came to the conclusion that bigger classes allows the class to be divided into two
zones: the front zone and the back zone, where students in the front zone are considered good
students, and students who preferred to sit at the back avoided communication and were
referred to as dull or bad students. This was consistent with students’ suggestions in this study.
They said that smaller classes allow everyone to take part in the classroom discussion and to be
more focused on as compared to a bigger class. All the above indicates that students’
perceptions were mostly in line with research about reducing CA. The only point of difference
lies in perceiving on-the-spot feedback as beneficial rather than disturbing.

The results for Research Question 3 reveal that implementing students’ suggestions in
the classroom and engaging them in the process of learning decreased the students’ speaking
anxiety of the students in the AFL classroom, as was predicted. This indicates that engaging
students in the process of learning by having them reflect on this process and taking their
suggestions and recommendations into consideration may result in decreasing their speaking
anxiety and improving the process of learning. It is worth mentioning also that the perceptions
of the students intersected with education experts’ recommendations on developing the
students’ language proficiency. Hence, it could easily be said that working on developing the
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proficiency through overcoming the linguistic difficulties of the students can decrease their
speaking anxiety.

Regarding the fourth Research Question, students did not feel the progress they expected
before coming to an Arabic speaking country, because the language variety they studied, MSA,
was not the variety used by the locals, Moroccan Colloquial Dialect. However, all students
agreed that compared to where they studied AFL before in non-Arabic speaking countries, they
can feel a progress of some kind due to the factors mentioned in the previous chapter (picking
words in the streets that are common between MSA and colloquial, hearing their roommates
speaking on the phone, the fact they are studying only Arabic and nothing else made them focus
more on their studying, and whenever they tried speaking MSA in the streets, NSs were
encouraging and helping them though NSs were speaking colloquial and not MSA). This may
support previous findings that were done on second language learning in a study abroad context
(Freed, 1995), which concluded that those who studied abroad achieved higher fluency scores,
compared to those who studied only in their home countries. However, the above results may
not necessarily be the case in Arabic because of the diglossic situation in this language. Thus,
the language spoken by the people of the target culture if regarded by students as different, then
living in target culture may not be helpful. On the other hand, if regarded as being a variety of
Arabic, then this would open the door for learning from members of the target culture. If
students feel that they have done some progress living in the target culture compared to living in
others, then this is an indication that listening to a variety of Arabic could have a positive effect
on other varieties -something that is worth researching.
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Last but not the least, the teacher as a researcher approach had a positive impact on the
process of learning, suggesting teachers should not be withdrawn or distant from their students
and their needs. This point is supported by Tsiplakides and Keramida (2009) in the findings of
their study.
“Before employing strategies to help students overcome FL speaking anxiety, foster
motivation, and increase FL performance, practitioners should get to know their
students, their attitudes toward oral production, to shed light on the reasons that underlie
their low performance and their unwillingness to engage in speaking activities.”
(Tsiplakides & Keramida, p.43)

Finally, the suggestions that were introduced in this study could be implemented in AFL
classrooms by almost any teacher to attain better results in the process of learning, or teachers
can invent new ways of reducing speaking anxiety and taking their students’ needs into account.

5.2 Pedagogical implications
This research yields the following recommendations for improving classroom methods:
•

Engage learners in the process of learning through discussing the challenges they face
and ways to alleviate it.

•

Developing the proficiency of the students, through working on their specific linguistic
difficulties, plays an important role in decreasing speaking anxiety. As shown through
this study that some learners had linguistic problems with putting the words in the right
order, pronunciation, word usage, etc. These problems were causing anxiety to the
students where they feel reluctant and hesitant.
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•

The teacher’s attitude has an impact on the process of learning and the classroom
atmosphere. This is important because it affects the learners to tolerate the idea of
making mistakes while speaking like pronunciation errors, wrong word choice, etc.

•

Providing students with speaking activities related to real life situations is an effective
strategy to provoke student involvement. This is an important factor that teachers should
consider. Not all the topics in the textbook are reflecting real life situations. So, the
teacher should address the students’ needs by asking them what topics not mentioned in
the book needs to be discussed. By doing this, the students are using more functional
vocabulary and structures that may help in decreasing their anxiety.

•

The kind of teachers’ feedback is an important factor for motivation and overcoming
anxiety in the FL classroom. The teacher should consider the kind of feedback provided
to the students and its effect on their learning. This was clearly shown when
interviewing one of the students, who was studying French, in which he said that a
previous teacher’s feedback was not encouraging and accordingly turned him against
learning that language.

5.3 Limitations and delimitations of the study
The following points identify reasons why the study’s generalizations are limited or ways the
research could be improved:
1. The study is restricted to students with the Novice-high level of Arabic language.
2. The study is only limited to investigating anxiety pertaining to speaking only and no
other skills as writing.
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3. The study covered a relatively small number of participants: this is due to the lack of a
big pool of students with the proficiency level needed for the study.
4. The researcher might have asked one of the colleagues to help in observing the class or
might have used a checklist to make it easier for recalling the students’ performance in
the classroom.
5. The teacher-as-researcher approach has limitations, like the lack of some research skills,
which requires training, as well as the practical limitations of time.
6. Students’ perceptions intersected with recommendations from education practitioners for
developing proficiency; however, the effect of developing proficiency on reducing
speaking anxiety was not a factor investigated in this research project.
7. Qualitative research methods have their own limitations; some of the limitations are as
follows:
a. Research quality is heavily dependent on the individual skills of the researcher and
may be affected by personal biases.
b. The interpretation and analysis of data are time consuming
c. The investigator’s presence at the gathering of the data, which is difficult to be
avoidable in qualitative research, can affect the subjects' response.

5.4 Suggestions for further research:
During this research, several interesting areas of research emerged that were also linked
with feelings of anxiety. These areas were, however, outside the framework of this thesis.
Among the areas that need to be investigated or improved upon in future research:
1. Investigate the effect on speaking anxiety of studying colloquial Arabic in an Arabic
speaking country where a colloquial dialect is spoken.
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2. Expand the study by involving more participants. Replicating the study using a larger
sample will give more reliability to the results.
3. Investigating if listening to a variety of Arabic could develop proficiency and have a
positive effect on other varieties of the same language.

87

References
Allen, H. W., & Herron, C. (2003). A mixed methodology investigation of the linguistic and
affective outcomes of summer. Foreign Language Annals, 36(3), 370-385.

Aida, Y. (1994). Examination of Horwitz, Horwitz, and Cope’s construct of foreign language
anxiety: The case of students of Japanese. The Modern Language Journal, 78(2), 155–
168. doi:10.1111/j.1540-4781.1994.tb02026.x
Argaman, O., & Abu-Rabia, S. (2002). The influence of language anxiety on English reading
and writing tasks among native Hebrew speakers. Language Culture and Curriculum,
15(2), 143–160. doi: 10.1080/07908310208666640
Awan, R. U. N., Azher, M., Anwar, M. N., & Naz, A. (2010). An investigation of foreign
language classroom anxiety and its relationship with students’ achievement. Journal of
College Teaching & Learning (TLC), 7(11).
Bowen, A. D. (2009). Overcoming the fear of speaking in a foreign language: a study of the role
that selected humanistic techniques play in reducing language anxiety associated with
oral performance in the TESOL classroom. (Doctoral dissertation). Retrieved from
http://hdl.handle.net/10500/1827
Brustad, K., Al-Batal, M., & ʻAbbās Tūnisī. (1995). Alif baa. Georgetown University Press.
Brustad, K., Al-Batal, M., & Al-Tonsi, A. (1995). Al-kitaab fii tacallum al-arabiyya: A textbook
for Arabic part one. Georgetown University Press.
Cheng, Y., Horwitz, E. K., & Schallert, D. L. (1999). Language anxiety: Differentiating writing
and speaking components. Language Learning, 49(3), 417–446. doi: 10.1111/002388

8333.00095
Clevenger Jr, T. (1959). A synthesis of experimental research in stage fright. Quarterly Journal
of Speech, 45(2), 134–145. doi: 10.1080/00335635909385732
Cross, K. P., & Steadman, M. H. (1996). Classroom research: Implementing the scholarship of
teaching. San Francisco: Jossey-Bass.
Curran, C. A. (1976). Counseling-learning in second languages. Apple River, IL: Counseling
Learning Inst.
Daly, J. (1991). Understanding communication apprehension: An introduction for language
educators. Language anxiety: From theory and research to classroom implications, 3–
13.
Daly, J. & C, McCrosky (1984). Avoiding communication: shyness, reticence, and
communication apprehension. CA: Sage.
Denzin, N. K., & Lincoln, Y. (2000). Qualitative research. Thousand Oaks, CA: Sage.
Duff, P. (2008). Case study research in applied linguistics. NY: CRC Press.

Elkhafaifi, H. (2005). Listening comprehension and anxiety in the Arabic language classroom.
The Modern Language Journal, 89(2), 206–220. doi:10.1111/j.1540-4781.2005.00275.x
Ely, C. M. (1986). Language learning motivation: A descriptive and causal analysis. The
Modern Language Journal, 70(1), 28–35. doi: 10.1111/j.1540-4781.1986.tb05240.x
Freed, B. F. (1995). Second language acquisition in a study abroad context. Philadelphia: John
Benjamins Publishing.
Flyvbjerg, B. (2006). Five misunderstandings about case-study research. Qualitative Inquiry,
89

12(2), 219–245. doi:10.1177/1077800405284363
Foss, K. A., & Reitzel, A. C. (1988). A relational model for managing second language
anxiety. TESOL Quarterly, 22(3), 437–454. doi: 10.2307/3587288
Friedman, P. G. (1980). Shyness and Reticence in Students.
Furman, N., Goldberg, D., & Lusin, N. (2006). Enrollments in languages other than English in
United States institutions of higher education. Higher Education.
Gattegno, C. (1972). Teaching foreign languages in school: The silent way. New York:
Educational Solutions.
Gray, K. S., Murdock, G. K., & Stebbins, C. D. (2002). Assessing study abroad’s effect on an
international mission. Change, 34, 44-51.
Gregersen, T. S. (2005). Nonverbal cues: Clues to the detection of foreign language anxiety.
Foreign Language Annals, 38(3), 388–400. doi: 10.1111/j.1944-9720.2005.tb02225.x
Hadley Omaggio, A. (1993). Teaching language in context. Boston, MA: Heinle & Heinle.
Hashemi, M. (2011). Language stress and anxiety among the English language learners.
Procedia-Social and Behavioral Sciences, 30, 1811–1816. Retrieved from
http://www.sciencedirect.com/science/article/pii/
Horwitz, E. K. (1986). Preliminary evidence for the reliability and validity of a foreign language
anxiety scale. TESOl Quarterly, 20(3), 559–562. doi: 10.2307/3586302
Horwitz, E. K. (1989). Facing the blackboard: Student perceptions of language learning and the
language classroom. ADFL Bulletin, 20(3), 61–64.
Horwitz, E. K., Horwitz, M. B., & Cope, J. (1986). Foreign language classroom anxiety. The
Modern Language Journal, 70(2), 125–132. doi: 10.1111/j.1540-4781.1986.tb05256.x
Horwitz, E. K., & Young, D. J. (1991). Language Anxiety: From theory and research to
90

classroom implications. Englewood Cliffs, NJ: Prentice Hall Englewood Cliffs.
Jorgensen, D. L. (1989). Participant observation: A methodology for human studies: Vol. 15.
USA: Sage.
Kinginger, C. (2008). Language learning in study abroad: Case histories of Americans in
France. Modern Language Journal, 92, 1-124.
Kinginger, C. (2009). Language learning and study abroad: A critical reading of research.
Basingstoke, UK: Palgrave Macmillan.
Kitano, K. (2001). Anxiety in the college Japanese language classroom. The Modern Language
Journal, 85(4), 549–566. doi: 10.1111/0026-7902.00125
Koch, A. S., & Terrell, T. D. (1991). Affective reactions of foreign language students to natural
approach activities and teaching techniques. Language anxiety: From theory and
research to classroom implications, 109–126.
Koçak, M. (2010). A novice teacher’s action research on EFL learners’ speaking anxiety.
Procedia-Social and Behavioral Sciences, 3, 138–143. Retrieved from
http://www.sciencedirect.com/science/article/pii/S1877042810013996
Krashen, S. D. (1985). The input hypothesis: Issues and implications. New York, NY: Longman
Inc.
Levine, G. S. (2003). Student and instructor beliefs and attitudes about target language use, first
language use, and anxiety: Report of a questionnaire study. The Modern Language
Journal, 87(3), 343–364. Retrieved from http://www.jstor.org/stable/1192959
Liu, M. (2006). Anxiety in Chinese EFL students at different proficiency levels. System, 34(3),
301–316. Retrieved from
http://www.sciencedirect.com/science/article/pii/S0346251X06000558
91

Liu, M., & Jackson, J. (2008). An exploration of Chinese EFL learners’ unwillingness to
communicate and foreign language anxiety. The Modern Language Journal, 92(1), 71–
86. doi: 10.1111/j.1540-4781.2008.00687.x
Lozanov, G. (1978). Suggestology and outlines of suggestopedy. Retrieved from
http://site.ebrary.com/lib/aucairo/docDetail.action?docID=10097544
MacIntyre, P. D., & Gardner, R. C. (1991). Methods and Results in the Study of Anxiety and
Language Learning: A Review of the Literature. Language Learning, 41(1), 85–117.
doi:10.1111/j.1467-1770.1991.tb00677.x
MacIntyre, P. D., & Gardner, R. C. (1994). The subtle effects of language anxiety on cognitive
processing in the second language. Language Learning, 44(2), 283–305.
doi: 10.1111/j.1467-1770.1994.tb01103.x
McCroskey, J. C. (1977). Oral communication apprehension: A summary of recent theory and
research. Human Communication Research, 4(1), 78–96. doi:10.1111/j.19449720.1986.tb01032.x
McCroskey, J. C. (1984). Self-report measurement. Avoiding communication: Shyness,
reticence, and communication apprehension, 81-94.
Metcalfe, J., Kornell, N., & Finn, B. (2009). Delayed versus immediate feedback in children’s
and adults’ vocabulary learning. Memory & Cognition, 37(8), 1077–1087. Retrieved
from http://ejournals.ebsco.com/direct.asp?ArticleID=465AA12FEEED02565343
Nunan, D. (1992). Research methods in language learning. New York: Cambridge University
Press.
O’Connell, M. (1974). Immediate feedback, delayed feedback, and perceptual cues and inquiry
during verbal interactions. Journal of Counseling Psychology, 21(6), 536. doi:
92

10.1037/h0037302
Onwuegbuzie, A. J., Bailey, P., & Daley, C. E. (1999). Factors associated with foreign language
anxiety. Applied Psycholinguistics, 20(2), 217-239.
Oxford, R. L. (1999). Anxiety and the language learner: new insights. Affect in language
learning, 58-67.
Panayides, P., & Walker, M. J. (2013). Evaluating the psychometric properties of the foreign
language classroom anxiety scale for Cypriot senior high school EFL students: The
Rasch measurement approach. Europe’s Journal of Psychology, 9(3), 493-516.
Patton, M. Q. (2005). Qualitative research. Wiley Online Library.
doi:10.1002/0470013192.bsa514
Phillips, E. M. (1992). The effects of language anxiety on students’ oral test performance and
attitudes. The Modern Language Journal, 76(1), 14–26. doi: 10.1111/j.15404781.1992.tb02573.x
Price, M. L. (1988). The subjective experience of foreign language anxiety: Interviews with
highly anxious students. Language anxiety: From theory and research to classroom
implications, 101–108.
Rubin, H. J., & Rubin, I. S. (1995). Qualitative interviewing: The art of hearing data. Thousand
Oaks, CA: Sage.
Saito, Y., Garza, T. J., & Horwitz, E. K. (1999). Foreign language reading anxiety. The Modern
Language Journal, 83(2), 202–218. doi: 10.1111/0026-7902.00016
Santa, C. M., & Santa, J. L. (1995). Teacher as Researcher. Journal of Reading Behavior, 27(3),
439-51. doi: 10.1080/10862969509547891
Sellers, V. D. (2000). Anxiety and reading comprehension in Spanish as a foreign language.
93

Foreign Language Annals, 33(5), 512-520.
Scovel, T. (1978). The effect of affect on foreign language learning: A review of the anxiety
research. Language Learning, 28(1), 129–142.
Shamim, F. (1996). In or out of the action zone: Location as a feature of interaction in large
ESL classes in Pakistan. Voices From the language classroom, 123-144.
Spielberger, C. D. (2010). State‐Trait anxiety inventory. Corsini Encyclopedia of Psychology.
Stake, R. E. (1995). The art of case study research. Retrieved from
http://www.citeulike.org/group/7218/article/2937468
Trentman, E. G. (2012). Study abroad in Egypt: Identity, access, and Arabic language learning.
ProQuest Dissertations and Theses. (Doctoral dissertation). Retrieved from
http://search.proquest.com/docview/1038141852?accountid=8423. (1038141852).
Tsiplakides, I., & Keramida, A. (2009). Helping students overcome foreign language speaking
anxiety in the English classroom: theoretical issues and practical recommendations.
International Education Studies, 2(4), 39-44. Retrieved from
http://www.ccsenet.org/journal/index.php/ies/article/view/3887
Vásquez, V. (2008). Teachers as researchers: Advantages, disadvantages and challenges for teachers intending to
engage in research activities. Retrieved from
https://www.academia.edu/719736/Teachers_as_Researchers_Advantages_Disadvantages_and_Challe
nges_for_Teachers_Intending_to_Engage_in_Research_Activities
Woodrow, L. (2006). Anxiety and speaking English as a second language. RELC Journal,
37(3), 308–328. doi: 10.1177/0033688206071315
Yan, J. X., & Horwitz, E. K. (2008). Learners' perceptions of how anxiety interacts with
personal and instructional factors to influence their achievement in English: A
94

qualitative analysis of EFL learners in China. Language Learning, 58(1), 151-183.
Yoshida, R. (2013). Learners’ self-concept and use of the target language in foreign language
classrooms. System, 41(4), 935–951. Retrieved from
http://www.sciencedirect.com/science/article/pii/S0346251X1300119X
Young, D. J. (1986). The relationship between anxiety and foreign language oral proficiency
ratings. Foreign Language Annals, 19(5), 439–445. doi: 10.1111/j.19449720.1986.tb01032.x
Young, D. J. (1991). Creating a low-anxiety classroom environment: What does language
anxiety research suggest? The Modern Language Journal, 75(4), 426–439.
Young, D. J. (1999). Affect in foreign language and second language learning: A practical
guide to creating a low-anxiety classroom atmosphere. Boston: McGraw Hill.

95

Appendix A
The Personal Report of Communication Apprehension
DIRECTIONS: This instrument is composed of twenty-four statements concerning feelings
about communicating with other people. Please indicate the degree to which each statement
applies to you by marking whether you strongly agree (1SA), agree (2-A), undecided (3-U),
disagree (4-D), or strongly disagree (5-SD).
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Personal Report of Communication Apprehension Scoring
SCORING: Compute sub scores for four communication contexts–group discussions,
meetings, interpersonal conversations, and public speaking– and an overall
communication apprehension (CA) score. Strongly agree=1 point, agree=2 points,
undecided=3 points, etc.
Sub scores

Scoring formula

Group discussion

18+scores for items 2, 4, and 6;
– scores for items 1, 3, and 5

Meetings

18+scores for items 8, 9, and 12;
– scores for items 7, 10, and 11

Interpersonal conversations

18+scores for items 14, 16, and 17;
– scores for items 13, 15, and 1

Public speaking

18+scores for items 19, 21, and 23;
– scores for items 20, 22, and 24

Score range between 24 and 120. Scores below 51 represent people who have very low CA.
Scores between 51-80 represent people with average CA. Scores above 80 represent
people who have high levels of trait CA
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Appendix B
The pre-interview:
First Part:
1. How many foreign language courses did you study so far?
2. Which foreign language was the most difficult of all?
3. How do you view your progress of learning MSA as a foreign language?
Second Part:
4. What bothered you in previous AFL classes and what bothers you in the current
class the most with respect to speaking activities?
5. Are there other things about speaking in foreign language classes that bother
you?
6. Do you have any idea as to why you feel anxious when speaking in your
language classes?
7. Does residing in the target language country helps in making you less anxious
while speaking the target language? Why?
8. Do you believe that smaller classes are better in decreasing speaking anxiety than
bigger classes? Why?
9. Do you have any ideas as to how speaking in language classes might be made
less stressful?
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10. Does the instructor attitude – friendly or superior – to the students play a role in
decreasing speaking anxiety? Why?
11. Do you think that weekly oral presentations will help in decreasing speaking

anxiety?
12. Which is better in decreasing speaking anxiety: on-the-spot correction or

afterward feedback?
13. What do you prefer: teacher correction only or your friends correction?
14. Which helps you more: when the teacher tells you that what you are saying is
completely wrong or when she encourages you by saying that the answer is partially
correct?
15. Is it better to do speaking activities as the ones in the book by translating them or have
them in the TL?
16. Do you have any comments about the teacher when she gives speaking activities
in class?
17. The post-interview:
18. How was your experience during this semester in learning MSA as a foreign
language?
19. Did you realize any difference regarding the level of anxiety during

communication as compared to the beginning of the semester?
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20. What were the most remarkable thing/things - from your point of view - that
helped in decreasing your speaking anxiety?
21. What role did the teacher play in decreasing your speaking anxiety?
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Appendix C
Table 5
Scores of the pre-questionnaire

Pre-questionnaire
Strongly
agree

Agree

Undecide
d

Disagre
e

Strongly
disagree

Count

Count

Count

Count

Count

Q1

0

1

1

0

5

Q2

4

0

2

1

0

Q3

0

1

3

0

3

Q4

4

2

1

0

0

Q5

0

2

0

2

3

Q6

3

1

0

3

0

Q7

0

1

2

1

3

Q8

4

1

2

0

0

Q9

4

0

3

0

0

Q10

0

0

1

3

3

Q11

0

0

0

4

3

Q12

3

2

2

0

0

Q13

0

1

1

0

5

Q14

0

1

1

0

5
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Q15

6

0

0

1

0

Q16

3

0

3

1

0

Q17

4

0

1

1

1

Q18

0

1

1

2

3

Q19

3

0

2

1

1

Q20

0

2

0

3

2

Q21

5

1

1

0

0

Q22

0

1

0

5

1

Q23

5

0

1

1

0

Q24

0

1

1

0

5
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Appendix D
Table 6
Scores of the post-questionnaire
Post-questionnaire
Strongly
agree

Agree

undecide
d

Disagre
e

Strongly
disagree

Count

Count

Count

Count

Count

Q1

0

0

4

0

3

Q2

1

4

0

2

0

Q3

0

2

1

3

1

Q4

3

2

0

2

0

Q5

0

2

1

4

0

Q6

1

4

2

0

0

Q7

0

1

2

1

3

Q8

1

1

3

2

0

Q9

2

1

4

0

0

Q10

0

0

1

5

1

Q11

0

0

1

4

2

Q12

0

7

0

0

0

Q13

0

1

2

1

3

Q14

0

4

3

0

0

Q15

0

0

1

4

2
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Q16

4

3

0

0

0

Q17

0

5

0

2

0

Q18

0

1

0

5

1

Q19

0

1

1

5

0

Q20

0

2

3

2

0

Q21

0

2

3

2

0

Q22

1

2

2

2

0

Q23

1

2

2

2

0

Q24

0

3

2

1

1
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Appendix E
Table 7
Sample of observation sheet after a class
Student Name: Catherine
D
Avoidance to talk
aand hesitation
t
e
2Kim does not take
4part in class
/discussions except
6when called upon
and she finds it easy
to say I do not know
due to unsureness of
the answer

Pronunciation

Correct usage of
words

Willing to
participate

Using vocab in
different contexts

The pronunciation is
good in most cases
however facing
difficulty in words
with letters  ع،  خ، ح
where she feels
embarrassed
sometimes from her
colleagues judgment
and easily say I do
not know can I write
it on the board! She
prefers writing over
speaking because
she likes to write
her answers on the
board rather than
speaking

Using numbers
while speaking is a
big challenge
students still overlap
them, needs more
practice in using
numbers orally in
different speaking
exercises. This
overlap made the
student anxious
about taking the
weekly oral test

Throughout the
class she is
silent and
avoiding to
participate she
said students
overlapping
her turn makes
her feel
underestimated
and anxious
regarding
speaking she
quickly says
OK go ahead
(to her
colleague)

Using words in wrong
contexts because
usually she finds both
words close in
utterance. Needs more
activities
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